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Abstract
In Farmside Secondary School (FSS), Black students are disproportionately identified as "atrisk" and are overrepresented on the student success teacher list. The school climate survey,
supported by literature, indicates that racialized students feel targeted, excluded and
marginalized in their classrooms. In FSS, social stressors such as systemic oppression, deficit
interpretations, non-inclusive learning environments, and inadequate access to supportive
structures create gaps. Given the threats these social stressors pose to Black student success, this
Organizational Improvement Plan (OIP) frames the problem within the context of FSS and
provides transformative approaches to the problem. While this OIP creates awareness of the
problem, it focuses on two major general goals: (1) influencing change of staff and faculty
mindsets and deficit thinking; (2) building and sustaining affirming learning environments.
Viewing the problem through a critical race theory (CRT) lens, the change team interprets the
problem as anti-Black oppression, recognizes the various forms of systemic oppressive elements
existing within FSS cultural learning milieu, and understands the impact of social injustice on
these Black students brought about by the social stressors. Through storytelling and counternarratives regarding how these students are impacted by systemic oppression, and addressing the
problem through a transformative leadership approach, the team will generate actionable
solutions that will influence faculty to self-examine unconscious biases and recognize the hidden
stressors. Cawsey et al. (2016) Readiness for Change Questionnaire will be accessed to
i

determine FSS readiness to address the problem, and the change process will be guided by
Cawsey, Deszca and Ingol’s Change Path Model. To determine the outcomes, the entire change
process will be appraised using the Edward Deming (1993) Plan-Do-Study-Act (PDSA) cycles.
With supportive teacher-student relationships, engagement in equity literacy, teaching with
culturally responsive and relevant pedagogy, while providing adequate and timely support to the
students in question, the academic achievement of these Black students will soar. More Black
students will be empowered to rise to equitable outcomes in their mainstream classrooms
alongside their peers. Finally, the ripple effect will produce a reduction in the number of Black
students flagged as at-risk.

Keywords: Black Students at-risk, equity and inclusivity, transformative leadership, critical race
theory, anti-black racism, intersectionality
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Executive Summary
This Organizational Improvement Plan (OIP) addresses the disproportionate streaming of
Black students into the student success program at Farmside Secondary School (FSS). In this
school, more Black students than others are identified as unmotivated and disengaged in class.
Consequently, they are sent off to the student success teacher to help them get motivated and
meet up with work. This scenario creates labels and presents a negative narrative of Black
students as lazy, unmotivated, and misbehaving (Codjoe, 2007; Mindiola, Rodriguez, &
Niemann, 1996; Yolanda, O’Connor, & McCloine, 1998). FSS climate survey data shows that
racialized students feel disrespected, isolated and unrepresented in the school environment and in
their learning. As a Black female teacher and an equity lead in FSS, I was concerned about these
inequities and lopsided representation of Black students in the at-risk program. Therefore, as a
transformative leader, I sought to find ways to create conditions and a learning environment at
FSS that contribute to equitable success for all students. It is important to note also that in
Learning for All (2013), the Ontario government states its three core priorities for education in
Ontario as “High levels of student achievement, reduced gaps in student achievement, and
increased public confidence in publicly funded education” (p. 3). The government also
enunciates its key beliefs that drive the process, and these include: “all students can succeed”,
“each student has his or her own unique patterns of learning”, “classroom teachers are the key
educators for a student’s literacy and numeracy development”, and “classroom teachers need the
support of the larger community to create a learning environment that supports all students”
(Ontario Ministry of Education, 2013, p.7). To ensure that all students succeed, the ministry
envisions the elimination of all systemic barriers and discriminatory practices and encourages
schools to develop equitable and inclusive classrooms for learning conditions that will allow all
students to achieve their full potentials (Ontario Ministry of Education, 2013; PPM 119, 2013).
iii

Creating and sustaining that equitable and inclusive learning ecology requires identifying the
root causes of inequity and systemic oppression within the school, a good understanding of how
inequities are created, sustained, and propagated. It also requires implementation of
transformative actions that will eliminate those inequitable practices that create achievement
gaps.
In this OIP, Chapter 1 situates the problem of practice (PoP) as the disproportionate
representation of Black students in the student success program and presents it under seven
sections. The first section introduces the organizational contexts, which include the vision, goals,
and values of the organization. The second section introduces the leadership position and lens
statement. The problem of practice (PoP) is then identified and framed by discussing the factors
shaping the problem. Four guiding questions stemming from the main problem are presented and
examined regarding how they influence that problem. Building on the previous sections, I will
discuss the leadership-focused-vision for change presented through the articulation of the gap in
the organizational context between the present condition and the desired change. Finally, the
readiness of the organization to embrace the change is explored to determine the school’s
capacity to successfully implement the change process.
Chapter 2 focuses on the planning and development of the desired change at FSS.
Through the presentation of transformative leadership approach (TLA) governed by critical race
theory (CRT) lens as the chosen theoretical frameworks for this OIP, I will discuss how these
frameworks will be used to push for change and address how privilege and deficit thinking work
against Black student academic success at FSS. The Change Path Model (CPM) which is the
framework for leading the change process will be presented with a discussion of actions
anticipated in each stage of the change process. Next, Nadler and Tushman’s Congruence Model
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(NTCM) is used to critically analyze the organization for a better understanding of the factors
that influence outcomes as well to highlight where gaps exist in FSS. Four possible solutions are
presented to address the problem of practice. Finally, a discussion of the leadership ethics and
organizational change is presented, followed by the chapter’s conclusion.
How this OIP will be implemented, evaluated and communicated will be presented in
Chapter 3. Cawsey, Descza, and Ingol’s (2016) Change Path Model will be adopted for
implementing the change process. The expected roles of the major stakeholders participating in
the process are discussed. Anticipating possible reactions, resistance and challenges, the change
team will plan to use Deming’s (1993) Plan-Do-Study-Act (PDSA) cycle as a model for
monitoring and assessing the process. This will allow FSS’s School Improvement Team on
Equity (SITE) to manage and gauge the progress of the change plan. To effectively engage the
participants throughout this change process, the use of good communication strategies are
imperative. Therefore, SITE will anchor a plan to communicate the need for change and the
change process through the use of Klien’s (1996) four-phase communication model directly
embedded into the Change Path Model. To ensure institutionalization of the expected results of
this OIP, the next steps and the future considerations to be undertaken by the change team are
presented at the end.
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Chapter 1: Introduction and Problem
Organizational Context
This OIP is situated in Farmside Secondary School (FSS), a grade nine to twelve
secondary school located in the province of Ontario. FSS has a little over one thousand
students from diverse racial, religious and economic circumstances. The staff of over ninety
people, consisting of an administrative team, teaching staff and support staff, are
predominantly white, with only a handful of racialized teachers. The demographic makeup of
FSS is also noteworthy, as it speaks to representativeness of the staff-to-student population.
According to the Census Profile (2016), FSS is environed by households of mixed racial and
socio-economic backgrounds, in predominantly single or semi-detached homes and a few
townhouses. However, within the community is a low-income neighbourhood with multiple
units and high-rises with myriad Black families. FSS is academically driven, based on the
number of its graduates that transit to post-secondary education. The majority of the students
that attend FSS come from both the Catholic and non-Catholic elementary schools within the
FSS catchment area. However, about a third of the students, from outside the immediate
surroundings, attend the FSS French immersion program.
Introduction and Context
FSS also offers some pathway programs to assist students with special academic
needs. The Academic Resource Program (ARP) assists at-risk students with Individual
Education Plans (IEP) while the Student Success Teacher (SST) monitors them for extra
attention and support. While there are more white students in the ARP, there are too many
Black students in the student success program. The ARP is well staffed, and the students that
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use ARP have targeted supports directed to their specific needs, including direct support
during final assessment.
Organizational History
FSS started off as a middle school in the late 1970s, with children of historically bluecollar families. After several years, FSS transitioned to a secondary school, and with many
new homes in the neighbourhood, its population grew over 1600. Since then, FSS has
expanded both physically and in programming; however, it has declined in population. Now
in a fresh location and building, FSS also offers Specialized High-Skills Major (SHSM)
programs for many career path and skills focused teenagers while meeting Ontario Secondary
School Diploma (OSSD) requirements.
In FSS, before the current leadership, there was a near-stagnation in many aspects of
school life and culture. With a leadership of more than ten years tenure, teachers that had
been there for over twenty years, and what became a stalled vision of what ought to be, there
was palpable unease. With fights between students, rancorous confrontations between
teachers and parents, and routine student suspensions that skirted the reasons and core of the
students’ malfeasances, most of the staff felt unsupported. A leadership change led to a new
administrator with a different focus.
Organizational Mission and Vision
The FSS mission statement proclaims a desire to provide opportunities for academic
achievement, life-long skills in a socially supportive and equitable learning ecology, and
well-being. FSS strives to focus on providing learning opportunities to develop well-rounded
capabilities that enable each student to live fully, meet daily challenges and contribute
positively to society. Responding to the challenge given to each school board in Ontario, the
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FSS school board encourages its schools to have action plans for equitable and inclusive
practices, non-marginalizing school climates and strong student voice. The FSS vision aligns
well with this mission by the board to provide education which helps to develop wellrounded individuals prepared to meet the demands of the future within the society. The
vision also aligns with Ministry initiatives and shared beliefs to “help all students improve
their achievement and well-being” (Ontario Ministry of Education, 2013, p. 7).
Organizational Structure
FSS is managed by an administrative team — a principal and vice-principals — and
heads of department. The school principal reports to the family of the schools' supervisory
officer. Teachers are assigned to departments, and they engage with the administration either
through the department head or directly, as the administration promotes an open-door
discussion policy. The leadership structure and culture encourage distributed leadership. The
distributed leadership model, as Harris (2004) states, “concentrates on engaging expertise
wherever it exists within the organization rather than seeking this only through formal
position or role” (p. 13). The FSS administration encourages teachers to lead projects through
professional learning committees (PLC), thereby helping to develop more skilled leadership
necessary for the advancement of the organization. FSS has a student success team made of
the SST, administrators, counsellors, support staff and a teacher. These team members
collaborate to work out strategies to address the needs of students at-risk at regularly
scheduled meetings.
Leadership Position and Lens Statement
This OIP will be anchored by the transformative leadership approach (TLA) and
critical race theory (CRT). TLA adds value, and it aligns with achieving organizational
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objectives (Montouri & Donnelly, 2018; Shields, 2010; Shields, 2014; Stone, Russell &
Patterson, 2004), especially in advancing “an inclusive, equitable, and socially just agenda
that leads to high expectations and achievement for all” (Shields, 2014, p. 337). CRT, which
was founded by legal scholars such as Derrick Bell, Richard Delgado, and Kimberle
Crenshaw (Taylor, 1998) and extended into education by Ladson-Billings and Tates
(Solorzano, Ceja, & Yosso, 2000), provides a language for discussing the PoP and the lens
for viewing it. My choice of these frameworks is influenced by my worldview, lived
experience, and the understanding that positive change in the schooling experience of
vulnerable Black students at FSS is pertinent to their success. As a teacher-librarian, a
school-based equity lead, and a co-chair in multiple committees at FSS, I work closely with
the administration and the student success team on various initiatives supporting faculty and
student success and the strategic goals of the organization. The SST partnership enables me
to work directly with the at-risk students, allowing me to hear their stories, frustrations and
desires. I also organize workshops and bring in outside resources to support both FSS staff
and students in knowledge acquisition, knowledge creation, and awareness. As one of the
two equity leads, I help to set the conditions that foster success for all, part of which is
bringing awareness to differences, privilege, and biases, while highlighting their impact on
the struggling and disengaged students. Being central for many years as an FSS lead resource
person bonds me with most staff, faculty, and students. I have also gained leadership
experience while serving on various committees: equity team, a board-wide resource
committee, the literacy committee, and the newly reconstituted school improvement team. In
the above engagements, therefore, I have frequently viewed situations through a critical lens
guided by a transformative philosophy. A critical lens thoroughly questions language,
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behaviour, rhetoric, assumptions, and responses that are taken for granted, “commonsensed”,
or made to seem neutral (Dei & Asgharzadeh, 2001).
I am an immigrant Black female teacher born and raised in a country where education
is an enabler of liberty, empowerment, and success. For me, a good education includes an
affirming learning environment, relevant curriculum content, and adequate support timely
provided. In my education outside Canada, I never realized how much intersections can
affect student learning. I studied in a part of a nation where everyone was of the same racial
background, and one’s academic performance was assumed to be largely dependent on one’s
intellectual capability. I did not experience racism or marginalization in these schools. When
I got into educational institutions in Canada, as student and teacher, I became aware of the
existence of systemic racism, prejudice, privilege, and intersectionality and how these
elements can be detrimental to student academic success and well-being. Also, I realized how
intersectionality — the complex, cumulative way in which multiple social categorizations
such as race, gender, and class overlap or combine to affect the lived experiences of
marginalized individuals or groups (Crenshaw, 1989) — is central to the lives of
marginalized groups in Canada and the Western hegemonic world. I also noticed that those
elements could further deter the meaningful advancement and contributions of an individual
in society. Brought up in an environment in which I never felt marginalized, I strive with
confidence allowing my experiences and beliefs to inform and guide my practice. I
understand that a good educational experience transforms the individuals who are privileged
to receive it. With that knowledge, my leadership goal is to work collaboratively with other
stakeholders to change the narrative for Black students at FSS by ensuring equitable
opportunities for each student to access their potential.
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In educational settings, as Shields (2010) points out, the TLA ideals “owe much to the
work of Freire (1970, 1998), who used the terms transform, transformation, and
transformative to describe the changes that may occur as a result of education” (p. 566).
Freire’s transformative philosophy also includes that educators develop a critical
consciousness, and instead of reifying/concretizing knowledge, critique knowledge, and
infuse ethics of respect and solidarity in all pedagogical practices (Shields, 2010).
Educational leaders who apply TLA intentionally seek equity, justice, democracy (Shield,
2010; Weiner, 2003), and action-oriented solutions that empower their subjects (Creswell &
Creswell, 2018) and set schools as they ought to be (Hewitt, Davis & Lashley, 2014). TLA
“upsets traditional conceptions of leadership in that it understands the relationship between
the leaders and the led dialectically as opposed to hierarchically” (Weiner, 2003, p. 97). That
means, “for transformative leadership to make any sense, it must be understood within the
context of democratic thought. In this context, leaders are led, just as those who are led are
leaders” (Weiner, 2003, p. 96). In Weiner’s words,
Transformative leaders lead by and through the leadership of those that they lead.
This conception of leadership runs against the grain of top-down models of leadership
as well as more progressive, ‘egalitarian’ models, in which there are no ‘leaders’ and
everyone occupies a space of irreconcilable ‘difference,’ leading consequently to a
politics and pedagogy of immediacy minus a political vision. (Weiner, 2003, p. 97)
What Weiner implies is that whereas leadership is usually seen as a hierarchical formulation,
transformative leadership recognizes that leaders can be located within a non-hierarchical,
non-patriarchal matrix, because transformative leadership takes a collaborative participatory
approach. Similarly, Montuori and Donnelly (2018) note that transformative leadership is
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“‘everyone, everyone, everyday leadership’ … it does not … require a specific position in
any system” (p. 4). In this sense, “everyone can lead … everyone contributes to and in fact
co-creates …whether conscious of their agency or not” (Montouri & Donnelly, 2018, p. 3).
A transformative leader fashions an organizational context responsive to the needs of
the people within its organization by empowering people to positive change. Therefore, the
transformative leadership framework requires that leaders be attentive to the needs and
motives of their followers in order to help the organization and the followers achieve their
mission. This mission is often stated in a vision statement or organizational mission
statement. I acknowledge that as a leader, being attentive and intentional includes listening to
stakeholders and working in partnership with other leaders within FSS to find ways to
support them to reach their goals.
Since the transformative leadership style is about disrupting practices taken for
granted (Hewitt, Davis & Lashley, 2014) and taking actions to meet the needs of followers,
leaders engage in deep examination of their own beliefs, values, and principles to ensure that
the leaders’ practices respond to “some deep, difficult and often controversial questions”
(Shields, 2014, p. 325). Montuori & Fahim (2010) assert that transformative leaders always
reflect on what they can hope for, what they can know, and what they can do. Reflecting on
my own values and who I am as a transformative leader helps me recognize disparities or
overrepresentation and barriers that hinder the ability of certain students to succeed (Shields,
2014). I have the moral courage to take an unpopular stand when convinced it is the right
thing to do. A transformative leader must be self-aware, and undergo transformations of the
mind or practice, aware that education is critical to social transformation (Elliot, 2013).
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While TLA directs my focus on actions that will reform the PoP, the use of a CRT
allows me to recognize the many facets of oppression by the dominant power and culture and
how they intersect to marginalize racialized groups (Delgado & Stefancic, 2001; Ortiz &
Jani, 2010; Rector-Aranda, 2016). In education, both frameworks challenge oppressive
practices and seek transformation (Delgado & Stefancic, 2001; Rector-Aranda, 2016;
Solorzano, Ceja, & Yosso, 2000). They also fuse well as indispensable tools to enable the
change team to create a plan that addresses the issue of disproportionality with the Black
student representation in the FSS at-risk student success program. I believe that for more
Black students to be academically successful, the root cause of their vulnerability must be
identified, named and people galvanized to collaboratively address the problem. With a CRT
lens, the change team can view the problem and the entire change process with an antioppressive lens. A CRT perspective contains an “activist dimension” (Delgado & Stefancic,
2001, p. 3) and enables an approach to the situation from a deeper understanding of its
nuances. The storytelling component of CRT presents the subject with conversational
“opportunities for their truths to be heard and validated, thereby exposing and critiquing the
dominant narratives” (Hiraldo, 2019, p. 141). CRT offers transformative responses to the
issues that concern marginalized groups (Solorzano & Yosso, 2001). This perspective allows
the change team to view the issue from the multidimensions of a race-based lens and address
the normalization of race-based practices in educational systems that seem stable and
indicated (Taylor, 1998). In the words of Ortiz & Jani (2010), “proponents of CRT are also
committed to social justice, locating the voice of the marginalized, and employing the
concept of intersectionality” (p. 176). A CRT approach to education reform seeks human
liberation and empowerment (Rexhepi & Toress, 2011) by enabling a thorough review of
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issues and policies. The intention remains to throttle oppression and injustices from within
FSS that put Black students at-risk. In the process, the students are empowered to develop a
critical consciousness (El-Amin et al., 2017) and the ability to collaboratively find social
transformative solutions to real problems.
A CRT approach contains a critique of liberalism, the notion of a benevolent common
and equal good, and offers counternarratives and counterstories (Amoit, Mayer-Glenn &
Parker, 2020; Hiraldo, 2019; Ladson Billings, 1998) for understanding why, despite all the
policies and guidelines provided for inclusion and equity, Black students continue to
underperform. CRT recognises colour-consciousness in efforts to bring change to issues that
impact the marginalized (Delgado & Stefancic, 2001). Since understanding power and
historical privileges is necessary for the change team to develop or implement the change
plan, this approach enables leadership to analytically contextualize the cultural dimensions of
those policies and understand why the marginalized interpret or react to certain policies the
way they do. For instance, when Black students wear head scarves and bandanas to school,
the leadership would not interpret that as opposition to authority and immediately apply the
uniform policy violation consequences. Rather, a CRT leader would first try to understand
the black narrative behind the use of headgear. The leadership understands that “explication
of … cultural differences [is] produced in a racialized society organized by differential
relations of power” (Dei, 1996, p. 50). Even when the other stakeholders from the “dominant
culture rationalize their discriminatory actions without much discomfort” (Dei. 1996, p. 52),
with a CRT and TLA, leadership would notice and challenge such attitudes and ways of
thinking that reproduce opportunity gaps (Shah, 2019). In addition, the use of CRT will
inform the change team’s techniques such as focusing on transformation, addressing

10

assumptions and asking the right questions (Ortiz & Jani, 2010). A critical gaze would help
leadership evaluate what such a policy as PPM 119 has accomplished in practice and its
effect on school climate (Dei, 2003), and even redress inequities (Caton, 2012).
I am optimistic that Black students who are struggling academically and/or
behaviourally can rise above their challenges to achieve their potentials if they are provided
with an affirming learning environment and supported at the right time. I understand
organizational goals as shared vision necessitating leadership and followers to work as
partners in problem-solving in order to implement change in areas in which reforms are
required (Stone et al., 2004). I am aware that as a transformative leader I must be reflective
and intentional and be able to self-create and develop the right attitude and skills needed to
enable and achieve the desired goals (Montuori & Fahim, 2010) while earning the trust of my
followers.
Leadership Problem of Practice
At FSS, a disproportionate number of Black students are often categorized as “atrisk” and streamed into the Student Success Program (SSP) for struggling students. Through
streaming teachers separate “students into instructional groups based on perceived ability”
(Deller & Tamburri, 2019, p. 11). While streaming is the educational practice of putting
students into groups for learning or monitoring based on their intellectual ability (Hallinan,
1994), disproportionality occurs when the particular group of students in question surpasses
its relative enrollment in a community (DeMatthews, 2015). With Black students accounting
for only a fraction of the FSS student body, their overrepresentation in the SSP becomes
obvious and problematic, especially because they are already marginalized and as such are
perceived negatively by teachers and some of their peers as non-achieving, defiant and have
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poor classroom behaviour (Ruck & Wortley, 2002); Way, 2011). The result of these
categorizations is that too many Black students are sent from their regular classrooms to the
SST to receive support and motivation. This practice results in over representation of Black
students in the program, and often there is a refusal by these Black students to cooperate with
the SST, leading to the self-fulfilling appellation of “low self-esteem, low self-confidence,
and internalized anti-Blackness found among many Black students” (James & Turner, 2017,
p. 54). The SST is expected to devote time to engage these struggling students outside of
their regular classrooms. Although some of them perform significantly below the provincial
standard or are categorized as credit deficient, students experiencing social-emotional,
behavioural, or organizational challenges or identified as struggling with particular
transitions, personal circumstances, poor attendance and/or academic disengagement could
be enrolled in the program.
While necessary sometimes to concentrate on students hampered by various factors,
behaviour or intellectual disability, for instance, research shows that “early student selection
has a negative impact on students assigned to lower tracks and exacerbates inequities,
without raising average performance” identified (OECD, 2012, p. 56). Even, given their
categorization, these Black students expect to receive extra support. Rather, in practice, they
are mostly monitored, because of limited resources. With one SST for almost a hundred
students, it is challenging to engage or motivate the students in a way that recognizes their
needs. Black students are already victims of the racial stereotyping that James & Turner
(2017) see as contributors to racial stratification. In racial stratification “Black students are
concentrated in Applied and Essential programs of study as well as in special education and
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behavioural classes” (James &Turner, 2017, p. 64), while their White and other racialized
peers are sent into academic and gifted classes.
In line with the foregoing, teachers' comments on the Student Profile Accounts
Records (SPAR) suggest or prioritize the inappropriate behaviour, intellectual
disengagement, truancy, and multiple suspensions that form the bases for the categorization
of these students. In addition, FSS faculty and staff’s anecdotal reports indicate that most of
these students lack motivation, loiter the hallways and/or hangout in the school cafeteria
during class periods. Some teachers refer to them as stragglers. Teachers interpret the
students’ behaviours as unmotivated and disengaged and then recommend those to be
identified as at-risk for these lapses. At a meeting, staff watched students complain about
their teachers’ nonchalance to discrimination and use of the “n-word” in learning spaces.
James (2019) references reports of similar complaints by Black students in Toronto high
schools of their teachers’ mistreatment, negligence and disregard for their academic needs.
This scenario is also reflected in the research findings of Wotherspoon (2017) and Egbo
(2019). Both researchers contend that teachers lack a deeper understanding of the
intersectionalities impacting Black students and how race, gender, and status are used as
social constructs. Egbo (2019) insists that teachers lack exposure to critical questioning skills
about social structures and racial injustices that precipitate social consciousness. FSS
represents a microcosm of a major phenomenon affecting the success of Black students in
Ontario, who are overrepresented in the at-risk group compared to the general population.
Regarding FSS, and given the findings of Wotherspoon (2017) and Egbo (2019),
some questions emerge to guide the formation of a change plan: Do those teachers who
identify and designate Black students as “at-risk'' fully understand the social location of the

13

students? What are the critical cultural issues ignored in these designations? Are these
students truly at-risk? If they are at-risk, how does the current model of identification and
programming by the student success office adapt itself in ways that can provide skills needed
by these students for success? Seeking responses to the above questions directed by the tenets
of CRT and TLA will help the change team to address the needs of this marginalized group.
Ultimately, what emerges is a change design of a new school environment that is both
nurturing and affirming, such that these Black students feel an integrated, supportive learning
environment that eliminates those factors leading to their being labelled as “at-risk”. The
ripple effect will be Black students gaining more confidence and inspiration in finding their
own voice, thus reducing the number classified as the disengaged.
In setting up an OIP, the change team at FSS has to address the following questions:
how would the vulnerability of Black students at FSS be minimized, given that the liberalism
that governs the pedagogy in FSS assumes that these Black students are being treated fairly?
Second, how would FSS leadership address the elements that contribute to Black students’
at-riskness if their stories and narratives are not clearly understood by staff and faculty? How
effective can the student success model based on the above two previous unresolved
questions be?
Framing the Problem of Practice
To respond to the issues raised in the previous paragraph, one needs a context in
which the tenets of critical race theory and transformative leadership approach frame the
problem of practice. Critical race theory posits that “race and races” are socially constructed
“products of social thoughts and relations” (Delgado & Stefancic, 2001, p. 7), contradicting
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the assumption of its biological basis, and asserts among other tenets the permanence of race,
the need for counterstory and counternarrative, the role of white property or privilege, and
the failure of liberalism as an educational philosophy (Amoit, Mayer-Glenn, & Parker, 2020).
As I have previously shown, a transformative leadership approach fits into this framing
because it is an active and engaged approach that courageously seeks to create an equitable
and socially just environment. As both a Black teacher and an equity lead in FSS, I find in
both concepts and practices avenues for addressing the inequities, deficit thinking, and liberal
assumptions that are inherent in the present curriculum and pedagogical practices in FSS. By
using CRT and TLA, I can also address the academic achievement gaps and the behavioural
challenges exhibited by the disproportionately identified Black students in FSS by
foregrounding their counternarratives. This problem is also a concern to the school
community, especially the teachers. However, addressing the overrepresentation of Black
students identified as “at-risk” in the student success program calls for identifying and
understanding the origins of the problem, reviewing relevant literature and data, and
discussing other factors. Therefore, this section will present an overview of the problem and
frame the PoP within its political, economic, socio-cultural, technological and environmental
(PESTE) contexts.
An Overview of the PoP
The problem of Black student negative schooling experiences in Ontario has been a
matter for discussions, debates and contestation since the 1970s (James, 2017). Even in 1992,
Stephen Lewis' report titled Report to the Premier on Racism in Ontario added to the debate.
With all the recommendations made, real progress or transformation has not been achieved
(Lewis, 1992), and students continue to be streamed. Studies also show that Ontario minority
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high school students are systematically streamed out of the academic programs (Parekh,
Killoran & Crawford, 2011). It is worth noting that although some boards such as the
Toronto District School Board (TDSB) and Peel District School Board, in an attempt to
understand these problems, have carried out ethno-racial studies focused on Black students,
the problem still persists. Similarly, the Ontario Ministry of Education has provided various
frameworks to address the unequal educational outcomes for Black students (James, 2017).
While data gathering is an essential step, action is essential for positive change.
In response to the data, The Ontario Ministry of Education established policies,
frameworks and initiatives such as PPM 145, PPM 119, Learning for All, the Equity and
Inclusive Education Strategy, and Accepting Safe Schools, to name a few, to ensure a positive
school climate and success for all students. These frameworks are produced to guide
procedures and focus students and school employees on the achievement of organizational
goals (Duke, 1989). Significant progress notwithstanding, and despite significant
conversations on eliminating the barriers and closing the achievement gap, more effort is
required to understand why the gap persists regardless of a myriad of existing policies.
Reacting to the report Perspectives of Black Male Students in Secondary Schools, the Peel
District School Board’s director, Pontes (2016), emphasized that what is required in
resolving this issue is a collective action on the reports already in existence. However, while
policies and guidelines provide frameworks within which to act, they cannot mandate shifts
in culture, beliefs, and underlying behaviours without greater systemic changes.
A responsive and dynamic OIP with targeted actions guided by research grounded in
critical race theory will help to bring change to this problem of overrepresentation and
marginalization at FSS. Critical race theory, as Ladson-Billings (1998) indicates, allows an
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examination of the underlying systemic issues and behaviours which contribute to biasparticularly bias rooted in race relations-attaching salience to the impact of race in the
schooling experiences of Black students. Also, to identify these realities will require taking a
closer look at the curriculum, instructional and assessment strategies and professional
practices and taking a bold and unpopular stand (Ladson-Billings, 1998).
The Ontario Ministry of Education considers students “at-risk” in the following
scenarios: (1) elementary students performing at level 1 or below grade expectations; and (2)
secondary students who studied at the modified or basic level in the previous curriculum, or
who are performing significantly below the provincial standard, earning marks in the 50s and
low 60s, who do not have the foundations to be successful in the new curriculum, and who
are disengaged for a variety of reasons, often reflected in very poor attendance (Building
Pathways to Success, 2003, p. 14). Teachers can “often identify patterns of behavior that can
be observed early and that foreshadow long-term negative outcomes” (Sagor & Cox, 2004, p.
2). Since teachers identify students at-risk, this monumental responsibility evidently requires
that they approach it judiciously. This element of subjectivity in the identification process
highlights the implicit danger of conscious or unconscious or systemic biases. The question
that arises then is, whose values and lens govern FSS teachers’ engagement with Black
students?
The students at-risk are expected to be supported and monitored by the SST outside
the regular classroom as they have “the responsibility to support students who are at risk of
not graduating” (Ontario Ministry of Education, 2010, p. 155). The Ministry assigns that
responsibility to the SST to work with the student success team to align support and services
for these students (Ontario, 2010). This initiative is intended to ensure that such students are
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provided with opportunities to acquire knowledge and skills to build on their strengths and
interests for successful transitions. However, understaffing in the SSP hamstrings the
effectiveness of an SST to attend to the needs of the SST’s list students.
FSS uses the Ontario Ministry of Education guidelines for identifying students at risk.
Other risk factors for identification may include social-emotional, behavioural, or
organizational challenges, difficulty with a particular transition, personal circumstances and
poor attendance and disengagement (“FSS SSP Working Document”). Students entering
grade 9 in September are included based on the recommendations of their grade 8 teachers.
Upper year students (grade 10 and onwards) can be recommended by their subject teachers at
progress report period or midterm. The common denominators for the identification are
underachievement, lack of skills, and failure to achieve grade expectations, which put the
student at risk of not graduating. The SST creates the list based on academic success and or
other risk factors mentioned above. However, this SST list is dynamic and could change over
time.
There is nothing wrong with identifying students at risk in order to provide
interventions that reduce their vulnerability (Levin, 2004 as cited in James, 2012). However,
when viewed with a CRT lens, the dangerous nature of this stigmatizing category,
particularly for Black students (James, 2012; Dei, 2003a), and its damaging effect on the
students become apparent and concerning. More so, labelling these Black students “at-risk”
creates permanent structures that define and pigeon-hole them forever, perpetuating their
sense of incompetence, what James (2012) sees as an entrapping web. This web further
lowers their standing and perpetuates a form of cultural imperialism that reduces the
possibilities for those individuals to emerge fully and achieve their existential goals. The
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problems and challenges of these Black students are situated within the broader PESTE
contexts, and these contexts are contributing factors that shape my problem of practice. It is
the responsibility of the school leadership to ensure that all stakeholders, in the context of the
current PESTE, use approaches that respect everyone's identity and create inclusive,
respectful and excelling learning spaces.
Political Context
The political environment of the last half century, in which various minority or
racialized groups are emerging to assert their voices and personhood has positioned hitherto
unquestioned practices and assumptions to be interrogated. There has been growth in the
social movement calling for equity and racial justice, a reminder that systemic racism still
runs deep in Ontario organizations and society (Ontario, 2017). The Truth and Reconciliation
(2015) discourse also initiated paramount discussions about injustices and how those could
be remedied moving forward. While successes have been recorded in some areas for these
groups, pockets of ingrained behaviours and practices persist. Apologists for dominant
cultures and oppressive ideologies also tend to point to achievements by individuals in the
marginalized racial groups-Black or indigenous- as proof that strivings for equity and
equality are done. Obviously, these individual achievements have not eliminated the
underlying racist political contexts in which these singular attainments are recorded. Within
this context, my OIP will adopt this transformative leadership insight regarding the necessity
for merging personal achievement and whole group success to formulate a plan for creating
change for Black students in FSS. That some Black students achieve excellence within the
mainstream of FSS or other schools has not eliminated the problem of Black
overrepresentation in the at-risk group in FSS.

19

Socio-Cultural Context
Whereas the political context of my PoP has to do with the question of representation,
the social context has to do with the environment of needs, relationships, cultures and
institutions that impinge on the lives of the students represented in my PoP. The success or
failure of the Black students in my OIP depends as much on the cultural settings in which
these Black students find themselves in the relationships they form, given the available social
structures of school and society. In our present context, whereas the Black students in my
study attend a school that is ostensibly located in a seemingly affluent society, and produces
students who continue into post-secondary education, their lived experiences and academic
performance seem to be at variance with the general culture. That most of these Black
students live in the high-rise, publicly subsidized homes in the FSS community suggests that
plus the social/cultural factors, there is an economic one, especially regarding their resource
access. While affluently-located students of the community could afford after school
tutoring, for instance, these at-risk students could not have access to such tutoring. The
income disparities between these Black students’ homes and those of their more affluent nonBlack peers limit their access to the extra help or materials needed to excel.
Environmental Context
Incidentally, these Black students cling to their peers who are from similar
backgrounds or marginalized by both teachers and other students that see their cultural traits
as different. In this situation, the cultural biases of the teachers are transformed into
attitudinal reactions to these Black students. Once in a while I overhear pejorative references
to the assemblage of these Black students. The sections of the building where one finds them
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frequently are referred to as “the hood”, and references to ‘lazy’, ‘rowdy’ and ‘uncontrolled’
are usually codes for these Black students.
Economic Context
The FSS student success program is understaffed, with only one SST assigned to
monitor almost a hundred students. The ministry directs that “School boards and schools are
responsible for the delivery of student success initiatives. Every board receives funding for
one student success leader to help implement program initiatives in its schools and funding
for one student success teacher per secondary school, who is responsible for providing
supports [sic] to students at risk of not graduating” (Ontario Ministry of Education, 2011, p.
269). In view of this ministry directive, although the ministry might not have so intended,
FSS also runs the Academic Resource (AR) program for at-risk students with IEPs, where
there are more white students than Black students. The AR program is better staffed and
offers more targeted academic support year round than the SSP with predominantly Black
students. Moreover, because of their identification through an IEP, some of the students in
the AR program sometimes receive material help including school devices.
Technological Context
The economic disparity above is reflected in the digital divide between the less
affluent Black students and their peers. FSS being a high-tech school, teachers incorporate
digital learning tasks that often require completion at home. Students who have their own
devices use them in class and at home, and students are not allowed to borrow school devices
for home use. My experience is that most of these Black students at-risk do not have these
devices. Such a digital divide creates gaps and tends to leave the have-nots behind. Research
shows that there is a correlation between access to technology and student achievement
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(Chen, 2015). In spite of this existing digital divide, in both ownership and skills, teachers
continue to rely heavily on the digital tasks.
Challenges Emerging from the Main Problem
The overrepresentation of Black students in the at-risk program is marked challenges.
Some of these challenges are reflected in the Black students’ own perception of their
condition. Listening to these students, I realized that they too see something sinister about
their disproportionality in this group. They see the group as a targeted “Black student
classroom” created by teachers who do not like them. Since many of them see their grouping
through this lens, they resist working with the SST. The low self-esteem, lack of confidence,
internalized anti-blackness, and hopelessness that ensues from the marginalisation these
Black students feel in relation to their teachers and fellow students, who sometimes see them
as “stupid” low achievers, make it difficult for them to embrace change. What arises from
these conditions is some degree of chaos, an erosion of school culture, which sometimes is
manifested in inconsistency in administrative responses to situations emanating therefrom.
Why these challenges are germane is that they reflect and determine the success of the school
in achieving its desired state. Schools, “as an institution...have a responsibility not just to take
credit for their students’ success, but also to accept blame and responsibility” (Dei, 2003, p.
245) for undesired outcomes.
Review of the Literature
The poor educational outcomes of Black students in Ontario schools has been
identified as a persistent problem, and researchers have discussed its varied aspects from
different perspectives (Codjoe, 2001; James, 2012; James, 2019; Ruck and Wortley, 2002).
Whereas many of the writings identify issues Black students experience in schools (Dei,
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2013; James, 2019), a few provided varied recommendations on how to transform those
issues (Codjoe, 2001; Shah, 2018). Beyond the common realization of marginalization by
each of these studies, the factors each adduces as leading to the issues vary and have
remained largely inconclusive. Moreover, some studies conducted on the struggles of Black
high school students were done in the United States of America. Those studies in Ontario are
mainly gendered discourses on the schooling of Black boys (Caton, 2012; James, 2012).
General reports out of the Toronto District School Board (2019) and Peel District School
Board (2015; 2020) indicate that anti-Black racism exists in schools.
Marginalization of Black Students in Ontario School Systems
Ontario school systems disproportionately impact Black students (Bhattacharjee,
2003; Caton, 2012; Dei, 2003; Dei, Mazzuca, McIsaac & Zine, 1997; James, 2009; Ryan;
2010; Safe School Action Team, 2006), thereby engendering behaviour and academic
challenges in Black youth (Duke, 1989; James & Turner, 2015). This problem has seen
decades-old complaints. In 1992, Lewis reported that “... it is Black students who are being
inappropriately streamed in schools, it is Black kids who are disproportionately dropping
out” (p. 2). Almost three decades after Lewis’ (1992) report, a recent report by Chadha,
Herbert, and Richard (2020) confirms that anti-Black racism is still alive in Ontario schools.
Researchers show that Black students are marginalized by both the society and the
educational system (Gray, Bailey, Brady, & Tecle, 2016; Gregory & Roberts, 2017; James,
2011; Paradkar, 2019). Black students experience denigration, prejudice, neglect, violence,
and constant heightened surveillance resulting from racism (Bhattacharjee, 2003; Dei, 1989;
James, 2017; James & Turner, 2015; Maynard, 2017; Ontario, 2017; Ryan, 2010). They are
more likely, than their white peers, to receive harsher discipline in the schools (Chadha,
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Herbert, and Richard 2020; Ruck & Wortley, 2002). Reports indicate that some Black
students begin to experience racial bias as early as elementary school (Chadha, Herbert, &
Richard 2020; Codjoe, 2001; James, 2017), and in high school, those lived experiences
metamorphose and create large problems. In a recent incident, a young six-year-old Black
girl was handcuffed by police at an elementary school (Chadha, Herbert, & Richard, 2020).
Often, schools become for Black students "carceral places" where often their punishment for
disobedience is extreme (Maynard, 2017). They are overrepresented in suspensions (Chadha,
Herbert, and Richard, 2020). Racialized students are more likely to be sent to the office for
subjective infractions while white students are sent to the office for objective infractions
(Staats, 2016). Black students were more than twice as likely to be suspended from high
school compared to their non-Black peers (James, 2017; Ruck & Wortley, 2002; Shah,
2018). Black students experience "systemic devaluation of blackness" (Maynard, 2017).
There is the existence of covert “racializing practices and inexcusable disparities constructed
through talk and writing [communication]” (Dick & Wirtz, 2011, p. E2) within the school
that marginalizes Black students and sends them to the at-risk program. There is also fear,
anxiety and social distancing between non-racialized teachers and Black students that
adversely impacts the teaching and learning process (Solomon & Palmer, 2004). Despite
many discussions and frameworks on these issues, factors that create these problems
continue to exist in the schools (Codjoe, 2001; Codjoe, 2017; Shah, 2018).
The Impact of Marginalization
Numerous researchers have linked the negative experiences described above to the
implicit bias of teachers toward Black students, particularly Black boys (Chadha, Herbert, &
Richard, 2020; Dei, 2003; James, 2012; Solomon & Palmer, 2004; Staats, 2016). These
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implicit biases spring from negative racial perceptions or assumptions which teachers
harbour from historical and social stereotypes (Codjoe, 2001; Ontario, 2017). Codjoe (2001)
referred to perceptions about Black natural intellectual inferiority still harboured by some
teachers, and he attributes those kinds of assumptions to two major reasons: poor academic
performance of Black students in schools and the denigration and overemphasizing of Black
student underachievement in literature. Instead of engaging in research highlighting
successful Black students, researchers tend to center on the ones underachieving (Codjoe,
2001). These thoughts are unwritten codes and part of “the ‘hidden curriculum’ of schooling
through which the attitudes and behaviours of teachers and other school agents convey
specific messages to students” (Dei et al., 1997, p.72). These messages are communicated
through “a climate of preconceptions which are fueled by racial stereotypes” (Dei et al.,
1997, p. 72) and result in Black students perceived as underachievers. The result of such
negative stereotypes is a lack of confidence and trust in the system and loss of self-worth
(Dei et al., 1997). Some teachers may be unaware that “their implicit associations may be
contributing to their decisions without their conscious awareness or consent” (Staats, 2016, p.
32). Codjoe (2001) emphasizes that the psychological effects those elements of racism have
on Black students are fundamentally underrated and relegated to “black culture”. Their
academic achievement and well-being are impacted by systemic biases (Codjoe, 2001; Dei,
2003; James, 2012; Ruck & Wortley, 2002). Some Black students have reported suffering
psychological and emotional damage because of racialized barriers, and, in some cases,
personal humiliation that forced them to drop out of school (Codjoe, 2001). Henry and Tator
(2010) indicate that Black students are mostly at-risk due to the educational systems’
disciplinary policies and practices. James (2012) examines the reasons why the situation
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persists especially for Black male students. The report by Chadha, Herbert, and Richard
(2020) narrates stories of Black students
feeling undervalued and being mis-tracked by teachers because of teachers’ perceptions
about their ability based on their race. What we consistently heard during the course of
this Review tells us that too many educators and administrators do not have high
expectations for Black students. Many Black students receive inadequate advice on
their academic choices and pathways, and by no means are encouraged to realize their
full potential. (p. 12)
James (2012) connects the reasons to “a web of stereotypes”, the prevailing colour-blind
gendered “at-risk” discourses, and the system attribution of the students’ disengagement to
their culture.
Bandaged Solutions
James (2012) indicates that common practice has been for the disengaged Black
students to be categorized as “at-risk” and in need of a special program. Levin (2004) defines
a student “at-risk” as “one whose past and present characteristics or conditions are associated
with a higher risk of probability of failing to obtain desired life outcomes” (p. 2). The
Ministry directs teachers to identify those students who are “potential failures” based on
various factors. Yet, James (2012) suggests that in Ontario there is a tendency for teachers to
identify more Black students than their White peers for the “at-risk” program. Schools and
teachers fail to “engage students and, in turn, students were seen as unable to make relevant
connections between their education and their everyday lives. The student narratives reveal
that racial issues and a Eurocentric curriculum play a large role in discouraging Black
students from pursuing their education” (Dei et al., 1997, p. 69).
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Moving Forward with Transformative Solutions
Minahan (2019) points out that students who have encountered traumatizing
experiences cannot learn especially if they feel unsafe, disregarded and marginalized within
their school environs. Moreover, where they have not been taught to voice their emotions in
healthy ways, they demonstrate that inner feeling through “aggression, avoidance, shutting
down, and other off-putting behaviors. These actions can feel antagonistic to teachers who
don’t understand the root cause of the student’s behavior, which can lead to
misunderstandings, ineffective interventions, and missed learning time” (Minahan, 2019, p.
32). These concerns have been raised for decades (Ruck and Wortley, 2002; Solomon and
Palmer, 2004) but, that notwithstanding, the educational system continues to fail Black
students (Paradkar, 2019). Paradkar (2019) also discusses the possibility that privilege, power
and social dominance of the Black students could be at the root of why a preponderance of
Black students end up at-risk. Gaskins (1998), in citing Pikulski (1994) and Spiegel (1995),
indicates that experts agree that if these “at-risk” students were intercepted and supported
earlier, “the prognosis for their success in mainstream classes would improve” (p. 534).
However, James (2012) insists that what is essential is a review of the culture of the society
that molds and shapes these Black students. In James’ (20120 own words, educators should
“examine how culture operates in the schooling experiences and outcomes of students, [how]
critical race theory (CRT) makes race … central to any social analysis” (p. 468). Other
researchers stress the need for inclusion as a way to decrease achievement gaps (Ontario,
2017; Saunders & DeBeers, n.d.).
I have noted so far that some of the behaviour issues stem from the Black students’
non-conformity to school policies, as, for instance, they perceive the implementation
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practices of the uniform, attendance, and/or progressive discipline policies as unfair. Since
educational policies are governance tools providing guidelines upon which programs,
decisions, and processes for achieving desired intents are based (Delaney, 2017; Guba,
1984), they significantly impact student learning outcomes (Duke, 1989; Duke and Candy,
1991). Such policies also “concern such matters as curriculum, scheduling, grouping,
assessment, grading, and discipline” (Duke, 1989, p. 17). Even the Ontario government
acknowledges that systemic racism is often caused by policies, practices, and procedures
even as they appear neutral (“Anti-Racism Act”, 2017). Then, to create equitable conditions
for learning in schools, educators must fight the inequities in the classrooms, schools and
systems levels (Gorski, 2016). The first step to transforming inequity then is acknowledging
that barriers exist and naming them (Gorski, 2016). Studies indicate that schools that see
transformational results for Black students do unswervingly address systemic racial issues,
conscientiously make efforts to run programs, and use pedagogical strategies that empower
and motivate racialized students (Codjoe, 2011; Mitchell, Hinueber and Edwards, 2017).
Educators in those schools embrace students’ race, culture, and identity as assets and direct
attention to building strong teacher-student relationships (E-Amin, et al., 2017; Mitchell et
al., 2017). Those educators learn to recognize bias and disproportion (Gorski, 2013), and the
students are empowered to be able to identify and challenge systemic racial oppression
within their communities. El-Amin et al. (2017) identified teaching students’ critical
consciousness as a key to Black students’ ability to achieve higher academic levels. Since
this problem of marginalization affects academic achievement and school climate, it is a
shared responsibility of the leadership and staff to address the problem and ensure that
opportunities for academic success reach all the students. Therefore, as this work is located in
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a transformative leadership framework it will identify the elements that contribute to these
Black students’ vulnerability within FSS and galvanize efforts towards transforming the
problem and the teachers and the students involved.
CRT sets the notion that racial oppressions exist in society and in organizations such
as FSS, and it is interwoven in the fabric of the society (Edwards, 1998; Ladson-Billings,
1998). The lived experiences and realities of those who are impacted by racism can be
communicated through the channel provided by CRT (Ladson-Billings, 1998). CRT critiques
the idea of equality and sameness, and establishes that the school curriculum, instructional
and assessment strategies, and funding practices are full of hidden agendas used to perpetuate
the idea of White supremacy (Ladson-Billings, 1998). Therefore, with the use of CRT as a
framework, the dominant narratives and conventional educational culture and practices can
be challenged and addressed (Ladson-Billings, 1998; Santamaria, 2013). CRT provides a
way to deconstruct the oppressive practices, structures and discourses (Ladson-Billings,
1998). So, in understanding the problem of overrepresentation of Black students in the
student success program and in pursuit of an affirming learning environment, CRT will
provide a perspective from which the change team can formulate the guiding questions,
interrogate the legitimacy of the practices and culture and assess the overall change plan
(Animot, Mayer, & Parker, 2020). In the end, CRT gives voice to the historically racially
oppressed by providing that channel to communicate the complexities of racial oppressions
(Ladson-Billings, 1998).
The organizational readiness will be determined by applying Armenakias et al. (1993)
readiness model. The change implementation process will be guided by Cawsey, Deszca and
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Ingol’s (2016) Change Path Model. At the evaluation stage, the entire change process will be
appraised using the Edward Deming (1993) Plan-Do-Study-Act (PDSA) cycles.
Guiding Questions Emerging from the Problem of Practice
Four major questions are germane to my problem of practice. Posing these questions,
both the leadership approach (TLA) and the lens perspective (CRT) are taken into
consideration to ensure proper guidance and to focus on the main target of this OIP. Because
some of these teachers come to the relationship with a deficit lens, and some Black students
feel unwelcomed or excluded, it becomes essential for the change team to discuss the state of
teacher-student relationship at FSS leading to question #1: What is the nature of the
relationship between the teachers and the Black students? The change team will approach
this question with the understanding that, as Hattie (2014) suggests, the nature and quality of
teacher-student relationship has a large effect on student results and attitude toward
schooling. Question #2: Do staff and faculty show a good understanding of privilege and
assumptions and how those elements impact Black students? This question will look into
how the staffing makeup, programming, and assumptions contribute to the problem. Question
#3: How are the Black students represented in what they are learning? It is important to
address the students’ complaints about not finding what they are learning relevant. Students
have difficulty learning when they do not see themselves represented in what they are
learning or find the pedagogical strategies engaging. So, this question looks at the cultural
responsiveness of both the teachers and their pedagogical resources. Question #4: How
restorative are the support structures in place at FSS to enable success for the Black students
identified at-risk? This question examines the effectiveness of the support staff and
programming interrogating which area of the students’ needs those structures target. Probing
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these questions will provide insights into the issues surrounding this problem and direct the
change team as they plan potential change initiatives.
Leadership-Focused Vision for Change
In the process of initiating change in an organization, it is essential that the leadership
have a good understanding of the organization’s existing structure, culture and procedures.
Consequently, the change leadership will show an awareness for the desired change within
the organization and will champion a change process supported by necessary information,
such as best practices, research reports, and data (Cawsey et. al., 2016).
Current Organizational State
The students on the SST's list are often sent away to the SST from their regular
classrooms to catch up on their work. Some of these students express their disagreement with
this practice, which they deem unfair and unreasonable and often refuse to work with the
SST, because they feel wrongly targeted by their classroom teachers. At times, the students’
frustrations are amplified by some angry parents who come to FSS to charge the school
atmosphere. Such "exothermic situations" (Caswey et al., 2016) call for an actionable vision
of change. In this situation, an OIP executed systematically from a transformative leadership
approach seeks to critique and disrupt the status quo, deconstruct and reconstruct those
ineffective practices which result in academic gaps (Hewitt, Davis, & Lashley, 2014) and
implemented through a Change Path Model will support that change vision. This OIP
recognizes that effective change is not always top-down, and the process gets immensely
easier when the change team has the support of a senior change leader (Cawsey et al., 2016),
and this support has been readily available to me at FSS.
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Priorities for Change
Conveying the need for change and mobilizing support for the change process are top
priorities for a change initiative. Followers buy into a change process when they understand
the problem and why change is needed (Cawsey et al., 2016). Especially in this case, where
due to normalization and denial of existence of systemic oppression, the change team’s top
priority is to convince teaching staff that inequity is alive in the school. Without teachers
understanding inequity, systemic oppression, and their impact, they will perceive the process
as an attack on them. Teachers need to understand how they unintentionally contribute to the
vulnerability of the at-risk Black students and their possible roles in the shared vision.
Denying the existence of systemic oppression in the school system prevents transformation.
Applying the TLA will help unmask, call out and engage privilege and dominant narratives
in learning spaces. Teachers need to educate themselves about systemic barriers, check their
unexamined racial biases and be self-aware of how these unconscious biases contribute to the
at-riskness of Black students. The change leader should include details of these readiness
elements in their message to the change recipients to highlight the merits of the needed
change.
Change Drivers
Organizational changes are normally triggered by internal or external pressures. Part
of the internal pressure comes from the results of the climate survey done at FSS which
indicated that Black students feel excluded and disrespected in the school and have no sense
of belonging in FSS. This result was similar to the reports of both the Peel and Toronto
School boards on anti-black racism in schools. Black students reported experiencing
oppression and marginalization by teachers in their schools. Every school was mandated to
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ensure that the dignity of everyone was honoured. Whereas the climate survey was conducted
under the auspices of a former principal, the new principal challenged the stakeholders to
report areas in which they envisage a need for change. The new leadership mandated
equitable practices in such areas as assessment and evaluation, application of school policies,
resources, and staffing. The open-door policy of the new leadership and a critical race theory
analytic perspective helped me to identify, through the School Improvement team, the
problem of overrepresentation of Black students in the at-risk programs and flag the need for
change in that area.
Envisioned Future Organizational State
While the desired goal of this OIP is to minimize the disproportionate streaming of
Black students into the student success program, it also ensures that Black students at FSS
are equitably supported to acquire the skills needed to be successful in life alongside their
peers through the mainstream classes. Implementing the OIP will, in effect, help provide a
more conducive learning environment that will nurture and empower Black students to
improve their academic achievement. The expected improved outcomes will be better
student-teacher relationships, higher levels of engagement and achievement, increased selfawareness for those Black students, and better relationships between Black students and their
peers in the classroom (Moore, Michael & Penicks-Parks, 2018). As a result, there will be an
increase in Black student academic engagement and a better schooling experience.
Organization and Vision Alignment
Through inquiry-based learning, board-wide selected staff have an opportunity to
dialogue, share, learn and develop strategies to address current issues and topics surrounding
systemic racism. The board is determined to address areas of focus with regards to safety,
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well-being, inclusive curriculum and assessment, school climate and the prevention of
discrimination and harassment. Addressing issues of power, equity and social difference will
significantly ensure student engagement in school activities that eventually lead to high
academic achievement (Dei, 2003). This change plan aligns well with the board's
transformative policies and resources and supports its plan to address social oppression such
as inequality, domination, and alienation (Creswell & Creswell, 2018) in its schools. The
Change Path Model (CPM) breaks down the larger components into digestible portions
enabling the stakeholders to absorb their engagement at each step. It makes it an iterative
process: praxis versus practice. It allows a circular kind of process, where the last stage
points back to the first step, indicating the continuous improvement nature of this approach.
Organizational Change Readiness
In determining the organizational change readiness in this OIP, Cawsey et al. (2016)
Readiness for Change Questionnaire will be accessed. Organizations change when the
principles and assumptions under which they operate no longer serve them and their
clientele, or when there is a gap between the intentions of the organizations, their practices,
and their outcomes. In either case, those effectively leading the change must understand the
nature of change and guide the followers to understand that need for change (Calabrese,
2002). The change leader begins the change process by establishing the organizational
change readiness involving determining the “beliefs, attitudes, and intentions regarding the
extent to which changes are needed and the organization’s capacity to successfully undertake
those changes” (Armenakis, Harris, & Mossholder, 1993, p. 681). Change readiness indicates
the extent to which members of the organization are mentally ready to accept and embrace
the change process (Rafferty, Jimmieson & Armenakis, 2013). In the first step that Cawsey,

34

Deszca and Ingols’ (2016) CPM designates as the “Awakening” stage, the change leaders
articulate to stakeholders the reasons for change, using strategies that will enable them to
understand and ready themselves to participate in the change process.
Readiness Analysis
To assess FSS readiness for change, I will apply Cawsey et al, (2016) readiness for
change criteria. This will enable the change team determine whether the participating
stakeholders are ready for change and also aid the team in the development of their action
plan.
Previous change experiences. My experience working with teams in FSS has been
positive, especially during the roll out of the Ontario Ministry of Education Growing Success
(2010) document. My team, the School Improvement Team, worked collaboratively with the
teachers to establish internal/school based school-wide departmental policies on closure and
due dates. Challenges during this change process were addressed through open discussion
among the administration, the change and the faculty. My committee has since then been
energized to pursue programs and initiatives necessary to bring change to FSS in order to
bolster student achievement among these at-risk students.
Executive support. To ascertain change readiness, the leadership will communicate to
stakeholders the image of the desired future state to enable these stakeholders “understand
how the existing situation can be leveraged in order to increase the prospects for success”
(Cawsey et al., 2016, p. 54). The current FSS leadership supports the transformation of this
PoP and has demonstrated the moral imperative and the willingness to eliminate inequities in
the school by supporting the establishment of the change team. The school administration is
willing to invest material and human resources to address the problem. Allowing an emergent
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leader to lead the change process also shows the administration’s transformative approach
and recognition of the shared ownership of the change process.
Credible leadership and change champions. Determining organizational change
readiness also includes mapping out influencing strategies and ensuring that the change
agents are those with credible attributes (Armenakis, et. al, 2018). Cawsey et al., (2016)
posit that even when the need for change is clearly articulated, change actions do not
automatically follow until the followers trust the efficacy of the change leaders and accept
them as transformational. Therefore, it is imperative that the actions and principles in the new
change vision are developed by trustworthy change leaders with specific and implementable
guidelines (Cawsey et al., 2016). The change agents in this case are the administrative team
and the members of the school improvement team made up mainly of emergent leaders
within the school.
Openness to Change. Part of assessing an organization’s change readiness is
determining the perspectives of stakeholders (Cawsey et al., 2016). A look into the major
internal and external forces that might impact the change process is crucial and should be
determined at the outset. For this OIP, the internal stakeholders are the staff, students and
parents while the external stakeholders are the Ontario Ministry of Education, the school
board, and Unions. Teachers, students and parents have expressed their frustrations, made
known through qualitative methods. These internal forces have their own beliefs, intentions,
and attitudes which can negate a well-executed change process (Armenakis & Harris, 2009).
Teachers, for example, might resist change when they sense that change strategies proposed
could lead to work overload or disorganize their accustomed teaching practices. Therefore, as
the team puts together the OIP, it is necessary that it is planned, implemented and evaluated
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ethically (Armenakis & Harris, 2009), understanding how the different layers of stakeholders
interact. Although the teachers might need help with reaching Black students, minimizing
distractions in their classrooms, and making learning more relevant for the Black students,
change strategies proposed must consider their contracts and remain within ethical
boundaries. Instead of delivering top-down professional development, the change team
should offer professional development that addresses local needs.
Rewards for Change. Rewards for change can be either intrinsic or extrinsic (Cawsey et
al., 2016). Teachers who succeed in eliminating bias or reduce the disproportionality of
Black students’ identification within the school will surely feel a sense of achievement or
self-efficacy. The change team cannot promise financial rewards since that is not within the
capacity of the school leadership. Although such rewards have been suggested by researchers
(McMaster University, 2017), they contradict the claims that teachers enter teaching for
altruistic reasons. Possible rewards for change in the FSS case will be increased resource
support for teachers and opportunities to celebrate success.
Measures for change and accountability. What will serve as evidence that change has
occurred in FSS is the reduction in the disproportionality of the Black students in the at-risk
category. This achievement can be determined not only by blunt reduction in numbers but by
testable academic and school climate data. The change team predetermines acceptable
evidence of change success during the awakening stage of the change path model. The
measurement tools and techniques are applied during the acceleration stage. Factors such as
attendance records, behaviour and conflict records, and credit accumulation summaries are
used to determine evidence of progress and transformation.

37

Having indicated the nature of the change readiness plan in FSS and reviewed some
of the competing internal and external forces that will impact the change process, it is now
pertinent to address the state of readiness of FSS for this change. First, the problem has been
identified as the over representation and marginalization of Black students, who ultimately
get classified as at-risk and sequestered in the student success program. These Black
students’ location within the matrix of the whole student support environment, but outside
the special education purview that attracts ample financial and human resources, makes the
identification of their predicament succinct. Second, as a change leader I expect that more
effort should be made to identify the root causes of the elements making these students
susceptible to such a classification. I have also asserted that an action strategy that carries a
compelling vision needs to be introduced to address the problem. Third, I have also indicated
that the change agents should be credible, knowledgeable, and influential. So far, the agents I
have identified are, in my view, what are required for changes to occur in FSS. With the
enabling environment of ministry and board policies, rules and regulations, the new school
administration, my school improvement team and collaborative parents, it is obvious that the
changes sought could be addressed.
Chapter Conclusion
Through the discussion above, it has been established that the disproportionality of
Black students in the at-risk student success program at FSS is problematic. In order to
ensure that all students achieve potentials a transformation of the problem must be
undertaken. The change process must be strategically developed, implemented and assessed
for successful outcomes. Therefore, Chapter 1 introduced the organizational context and the
problem. In addition, the theoretical (transformative leadership approach) and conceptual
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(critical race theory) frameworks accessed to achieve the desired change were presented.
The problem of practice was situated in context. Viewing the problem from a critical race
theory perspective, four guiding questions were provided to direct the interrogation of the
problem and provide a path to the goals. The transformative leadership action-oriented vision
was discussed, followed by an in-depth analysis of the organizational readiness using
Armenakis et al., (1993) organizational readiness model. Since this OIP seeks possible
solutions from the teaching staff perspective, the vision for change concentrates on actions to
be implemented by teachers. In Chapter 2, I will provide more details about my chosen
frameworks for this OIP: transformative leadership and critical race theory approaches,
Change Path Model, and the Congruence model for organizational analysis. Finally, I will
discuss Leadership Ethics and Organizational Change.
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Chapter 2: Planning and Development
Having analyzed the organizational context, and introduced and framed the problem
of practice, that Black students are disproportionately represented in the at-risk student
success program, I will now provide more details about the selected frameworks needed to
institute the change required in this OIP and its process. The PoP provides the foundation for
examining these five sections. This chapter is subdivided into five sections: “Section A”
details my leadership approaches to change (transformative leadership approach and critical
race theory approaches); Section “B” presents my chosen framework for leading the change
process in FSS (Change Path Model) with a discussion of actions anticipated in each stage of
the change process; Section “C” critically analyzes the organization; Section “D” introduces
possible solutions to address the problem of practice; and Section “E” discusses Leadership
Ethics and Organizational Change, followed by the chapter conclusion.
Framework for Leading the Change Process
Leading the change process in FSS for addressing the problem of overrepresentation
of Black students at-risk in the student success program demands setting up an applicable
framework to guide the change process. The chosen framework drives the leader and the
followers to design and implement an action plan, supported with appropriate resources, that
encourages success for all students. Such a framework will enable a coherent and guiding set
of principles around whose commonalities the change team would work. Since the change
sought here will require significant change in culture, the necessary steps will also take some
time (Cresie, 2005).
In choosing the best change process, implementation elements such as the model’s
applicability, change target, implementation time, possible challenges, and change agents
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must be considered. The change process normally involves interconnected stages, and each
one of the stages must include its own evaluation component (Zins and Illback, 1995). For
this Organizational Improvement Plan (OIP), I choose the Change Path Model (CPM) by
Cawsey, Deszca and Ingols (2016). CPM is both a descriptive and prescriptive process model
and a more strategic and practical design (Cawsey et. al., 2016) that fosters a transformative
approach to change. It is flexible, and it has the possibility of allowing the change team to
take a critical approach in analyzing the problem and making decisions on the change
strategies based on internally generated information (Cawsey et al., 2016). Unlike the more
complicated Kotter’s eight-stage change process, the CPM provides a less complicated yet
detailed process and direction for organizational improvement. It is not as basic as Lewin’s
3-step change model — unfreeze, change, freeze — but one step of the CPM logically flows
into the next. With Lewin’s or Kotter’s (1996) Stage Model of Organization, a sense of
urgency must be created to establish the need for change. The teachers at FSS take time to
get clarification and buy into a change process, CPM, a process that provides more time for
gap analysis (unlike Lewin’s) and lesser implementing instruction than Kotter’s 8-stage
model, will work better for them. Through my interaction with the teachers at FSS, and the
novelty of the changes my CPM will introduce to their normal ways of doing things, it is
evident that CPM is best suited to the change process I wish to introduce. CPM breaks down
the larger components into smaller portions, making it possible for stakeholders to digest
their engagement at each step. It makes it an iterative process, praxis versus theory. It allows
a circular kind of process, where the last stage points back to the first step, indicating the
continuous improvement nature of this approach. In that circular movement, the feedback
generated during model assessment informs the next cycle.
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Throughout the CPM four steps — awakening, mobilization, acceleration and
institutionalization — the change implementers remain focused on the change target rather
than on the change leader or the change agents (Cawsey et al., 2016). In addition to
significant participation of the school administration, the active involvement of other
stakeholders is very essential and indicates the stakeholders’ commitment and readiness for
change (Zins and Illback, 1995). Therefore, the support of the administration as well as
adequate collaboration among the change team and the teachers will help to ensure the
development and implementation of the OIP (Zins and Illback, 1995). Moreover, during
assessment of the change process and its outcomes, a qualitative study with open-ended
questions, observations and case studies analysis will be used. A graphic description of the
four stages of the Change path Model is presented below.
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Figure 1:
The Change Path Model (Four Stages)

Figure 1. The Change Path Model (Four Stages) adapted from Cawsey, Deszca, and Ingols
(2016). 3ed. Organizational Change: An Action-Oriented Toolkit. Los Angeles, CA: SAGE
Stage 1: Awakening Stage
The first stage, “Awakening”, calls for undertaking a critical analysis of the
organization to understand its dynamics and identify possible gaps. The initial part of this
stage will require the change team discussing the problems — the complaints from
stakeholders e.g., teachers, students, parents, regarding why many of the Black students skip
classes, exhibit challenging behaviours, complain that they hate the school, do not find
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relevance in what they learn-and how these issues have negatively influenced the school
culture. These dysfunctions create crises (Cawsey et al., p. 134), necessitating the
transformative leadership approach (Shields, 2010). A critical race theory perspective could
be helpful in thoroughly analyzing this problem because of the racial dimension, especially
because the transformative approach makes it show its effectiveness (Ortiz & Jani, 2010;
Shields, 2010). TLA allows analyzing, interpreting, reporting and applying information
gathered in helping to understand and elucidate privilege and power relationships as
contributing elements to the problem. Armed with this perspective, the leadership will then
study the school community and its relationships, its dynamics, its people, and the results
from the school climate survey. Leadership might require some time to adequately complete
a detailed analysis of the student success program and the problem of practice identified.
Determining what must change, the leadership will put together a change plan in
collaboration with all stakeholders affected by the change, with the recognition that devising
an OIP is a progressive process (Zins and Illback, 1995). For a comprehensive analysis,
gathering and analyzing of comprehensive reports on the problem will be shared among
members of the change team. Emergent leaders and change agents within the school can
assist in this role. This strategy also fosters collective ownership of the problem, generates
trust among the affected stakeholders and ensures the possibility of collective input to the
change plan.
Stage 2: Mobilization Stage
Now, with a good understanding of the issues and a clear identification of the internal
and external challenges, the change team moves to determine what needs to change and set
up a vision plan that indicates dissatisfaction with the status quo (Cawsey et al., 2016). The
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next stage, “Mobilization”, will require gathering resources and influencing people to move
the plan forward. With a transformative leadership approach, the change leader motivates and
creates awareness for other staff to view the problem from various dimensions and influence
their support. The change leadership meets with the senior administration, school
improvement committee, assigned — heads of department — and emergent leaders within the
school to communicate awareness of the need for change, with facts and data, and discuss the
vision plan (Cawsey et al., 2016). Other staff such as the student success teachers will be
helpful in this process. The discussion might generate new information and new ideas or
suggest different courses of action (Cawsey et al., 2016). For full analysis of the issues, the
leadership must communicate the image of the desired future state to enable these
stakeholders to “understand how the existing situation can be leveraged in order to increase
the prospects for success” (Cawsey et al., 2016, p. 54). The change team will anticipate
encountering resistance and requests for more information from followers. Information
gathered regarding possible resistance is helpful as the change team puts together the change
strategy or plan.
Stage 3: Acceleration Stage
After mobilizing the resources and people to move the change process forward, the
process is moved to the “Acceleration” stage, the implementation of the designed vision.
Leadership will collaborate strategically with the change team, agents and implementers to
execute the change action plan. It begins with communicating the change vision through the
heads of department and general staff meetings. The change team will also encourage
teachers to share successes experienced and/or challenges encountered through department
heads or directly with the change agents. Cawsey et al. (2016) suggest that it is important that
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small wins and achievements of milestones be celebrated. In order to do that, success stories
will be continuously shared with staff during staff meetings or at professional development
sessions.
Stage 4: Institutionalization Stage
The final stage, “Institutionalization”, is the transition period in the change process.
This is more of the monitoring and tracking stage. The change agents and implementers
execute the change but remain focused on monitoring its process and outcome. Based on the
assessment feedback gathered during the acceleration stage, SITE makes required datainformed revisions to the change strategies or develops new structures to derive targeted
change outcomes. During this stage, preparations are made to inform the next steps and
future consideration for the second cycle of the change process.
Critical Organizational Analysis
To identify problem areas that should change in an organization, Cawsey et al.,
(2016) suggested change leaders should conduct an analysis of the organization. This will
help to dissect the current practices of the organization, to determine where gaps exist and
what needs to change to take the organization to the desired state (Cawsey et al., 2016). This
kind of analysis makes it possible for the change team to understand the possible contributing
elements to the overrepresentation of Black students in the FSS at-risk category. Therefore,
to conduct this analysis, I will apply Nadler and Tushman’s Congruence Model (1989) from
a critical race theory lens to enable identification of hidden elements that possibly contribute
to the PoP.
Cawsey et al. (2016) emphasize that using Nadler and Tushman’s Congruence Model
(NTCM) for analysis will provide a comprehensive picture of the organization, and it is
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essential that this organizational analysis be conducted during the awakening and
mobilization stages of the change process. This will break down the organization into small
components and highlights the key causes or factors that drive performance and how these
factors work together (Cawsey et. al., 2016; Sabir, 2018). In its mission statement, FSS
asserts its commitment to nurturing academic excellence for all students in a socially just
environment (FSS website). However, the proportion of Black students in the student
success program belies this intention. The difference between this expectation and the
existing situation makes the need for goal-attaining change obvious “in order to increase the
prospects for success” (Cawsey et al., 2016, p. 54). The NTCM framework “links
environmental input factors to the organizational components and outputs'' (Cawsey et al.,
2016, p. 68). Moreover, the analysis report shapes the focus and application of the
transformative leadership process and highlights available assets already in place for
achieving the implementation of this OIP. Using CRT is relevant as a conceptual model to
guide the analysis and interpretation of information gathered. Where the elements are
incongruent, the organizational performance will not be optimal, and change will be required
to transform the problem (Sabir, 2018). In the next section, I will reflect on the three main
components of the NTCM: organizational inputs, the transformation process, and outputs in
order to determine the elements that influence this PoP.
Input
Organizations are dynamic and interactive, and a change in one area affects the other
components of the organization (Cawsey et al., 2016). As the transformative leader of the
FSS change process, in collaboration with my change team, I will interrogate the inputs from
a critical race theory lens. The focus of the analysis is to reveal subliminal factors such as
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inequity, biases, lack of adequate support resources and gaps in the process of identifying
students for the SSP. In the NTCM, the input consists of three main elements: environment,
resources, and history. These elements influence how FSS manages and organizes itself, and
they have implications on the four major transformation process components, which in turn
impact the end results we see at FSS.
Environment. External and internal environmental factors of a school are essential in
determining a school’s operation. In Chapter one, the PESTE analysis showed how these
important factors affect activities at FSS. FSS is a traditional school in a blue-collar
community that is trending towards the upper-middle class (“Census Profile”, 2016).
Therefore, there is a great interest in academic, college and university track courses. For this,
FSS offers fewer hands-on courses than academic ones. Workplace programs such as auto
mechanics, carpentry and electrical/electronic tech are not offered, thus limiting the choices
available to those students who want experiential opportunities. Those students are then
forced to take courses that are irrelevant to their needs and academic interests.
It is my experience that the Black students at FSS complain that they feel misjudged,
disrespected and excluded. They see teachers applying consequences whimsically, using
derisive tones towards them, and ejecting them from classes with the pretext that they are
being sent to the student success teacher to get help. There is a variance between the needs of
these students — input, and the programs being offered — work/formal processes.
Resources. The resources in FSS include human, technological and pedagogical
components. The staff comprises the administration, teaching, support, secretarial and
custodial staff. Most of the staff are Caucasian, not a representation of the student population.
The FSS teaching staff are traditional or Socratic in their teaching style. The student success
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program is understaffed relative to the number of students identified at-risk. With a single
SST for over 150 students, the academic needs of students at-risk are shortchanged. Special
needs students — with IEP — have more teachers attending to them than the students who
are in the SSP. Clinical support staff are also in short supply. FSS is a high-tech school
equipped with modern technology. The curriculum content and behaviour expectations
follow the mainstream Euro-Canadian model. However, there is a disconnect between these
available materials and the learning experiences of these Black students, owing to the lack of
culturally relevant or responsive pedagogy and the structures in place. As noted in the report
of the schooling of Black students in the Greater Toronto Area, it is a concern that Black
history and Black people are not reflected in the Ontario curriculum (James, 2007).
History. As Cawsey et al. (2016) indicate, the history of an organization is essential
in gap analysis, as it provides insights into the evolution of the mission, culture,
organizational strategy and management approach used in that organization. FSS which has a
traditional approach to schooling is over forty years old; although, it is now in a new
building. Whereas FSS incoming students enter from its feeder schools, most incoming Black
students are from other schools outside the FSS feeder schools. Since those non-feeder
schools are not part of the FSS board, they do not share required transition information with
FSS. Therefore, with little placement information and school records available from this
latter group, there is a difficulty in providing support to those students, as they must wait
until the FSS teachers identify their needs. Another significant shortcoming in FSS teaching
is the absence of collaboration or team teaching. Collaboration would have provided avenues
for discussing and devising pedagogical and experiential cross-curricular practices for
reaching these students at-risk.
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Transformation Process
The transformation process comprising work, the formal structure, the informal
culture, and the people in the school constitutes the second set of elements in the NTCM.
They combine to produce desired output (Cawsey et al., 2016). Where these components are
misaligned or incongruent, the organization’s productivity or outcome is negatively impacted
(Cawsey et. al., 2016).
Work. Many teachers focus on delivering curriculum content, and they strive to
impart knowledge and prepare the students for employment, college or university and good
citizenship. Personalization of learning, that “kind of personalization that creates deeper and
broader personal meaning and engagement in learning for all students” (Learning for All,
2013, p. 4), is yet to be achieved. Due to their functionalist approach to schooling, there is
zero tolerance for misbehaviour or any form of distraction. In this regard, these teachers
interpret behaviour issues with a conservative lens as personal disregarding the impact of
systems, racism, marginalization or other mitigating factors. The achievement gaps are not
attributed to the school climate: inequity, lack of a sense of belonging, prejudice, material
well-being or even the large-scale testing practices. The gaps are discussed through a deficit
lens in the upper hierarchy of school leaders, most times excluding other stakeholders such as
students and their parents. For the students identified as at-risk, classroom teachers involve
the student success teacher to provide support for them. Therefore, these students are sent to
the student success room to get help. Because these students do not have Individual
Education Plans (IEP), they are not supported by the resource teachers. Most often, the
student success session with the at-risk students is to address behaviour concerns.
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The Formal Organization (Structure). Organizations set up formal structures to
carry out their functions. Educational governance indicates an organizational structure, a
relationship structure among its players, and a delineation of roles and responsibilities,
especially regarding policy making processes and implementation (FSS School Board
Governance, 2009). Collectively, the stakeholders influence functions that impact student
achievement and well-being, help in closing the gaps in student achievement, and help in
maintaining public confidence in public education. A systematic study of these organizations
as concrete entities will provide valuable and predictable knowledge about their stakeholders
and the elements that influence their performance (Palestini, 2003). These formal
stakeholders and their beliefs and values shape the school’s decision-making processes, its
outcome and action implementation. The Ontario educational system creates a hierarchical
and heterarchical structure of governance, a hybrid in decision making and accountability.
Although there exists a centralization of education policy, curriculum design and funding
formula at the provincial level, a decentralization model occurs where the school boards have
local autonomy to set goals and decide on programs that help them achieve education
priorities in their own local schools.
While at the school level the school can investigate concerns identified in FSS, such
as this problem regarding the behaviour and intellectual disengagement of the Black students,
the process of investigation, communication and the implementation of outcomes are guided
and influenced by education policies, related legislation and guidelines set by the Ministry of
Education. Whereas decentralization allows school-based management, school leadership
consults and communicates decisions to a more senior level administrator in the hierarchical
organization structure. This governance model permits checks and balances but also creates

51

conflicts among affiliates while generating ethical constraints and delays in problem solving.
In Ontario, the Ministry of Education is responsible for establishing education policies,
funding system, curriculum, standards for measuring achievement, and accreditation and
graduation requirements for all Ontario’s elementary and secondary schools. The Ministry as
a partner acting within the Education Act creates policies, and provides frameworks,
guidelines and regulations that direct the delivery of the education programs and actions of
all Ontario School Boards. The resources and training to support the implementation of
education programs in all publicly funded schools are centrally provided by the Ministry of
Education. Equity and Quality in Education Supporting Disadvantaged Students and Schools
(2011) provides outlines and complements other existing Ministry of Education guidelines
such as Policy/Program Memorandum 119, on how to identify and eliminate inequities and
create a safe and inclusive learning environment for all in the Ontario education system. On
acknowledging the existence of systemic biases and barriers and their hindrance on student
success, the Ministry through the above policy document directs school boards to review
existing board regulations and practices, develop an equitable and inclusive education policy
and a religious accommodation guideline as functional steps to dictating and eliminating
barriers in schools. Achieving Excellence, A Renewed Vision for Education in Ontario (2014)
clearly articulates the four pillars of Ontario’s renewed vision for education and reinforces its
education goal for all children in the province of Ontario. Each individual school leadership
follows the directives of both the Ministry and its board in its local efforts to create a safe,
welcoming and supporting learning environment for student success. The FSS Board Vision
Plan is a framework that aligns with the core priorities of the Ministry of Education’s
renewed vision stated in Achieving Success (2014). Through this framework, the board
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affirms its commitment to equity and support to ensure the success of all its learners and
indicates its evidence of impact.
The union for teachers is another factor of the structure. The union’s responsibilities
include collective bargaining, contract management, member counselling, advocacy, and
capacity building of its members. The union mandates are often ensconced in contracts and
policies at provincial and local board levels. The union provides support resources for
teachers and encourages them to see themselves as servants to guide all students in achieving
character education and their full potential. Although the union is interested in student
achievement, its priorities are, first and foremost, on supporting its members — the teachers.
Decisions regarding curriculum content, success assessment methods, funding and
streaming methods of students circumscribe the ability of teachers to transform. FSS has its
own structure for placing students in the student success program. For the incoming students
(grade 9s), a team of staff — SST, CWY, ARD and Guidance Head — go to our feeder
elementary schools to discuss, with the grade eight teachers, students with risk factors such
as academic, social and emotional issues, behavioural challenges, organizational challenges,
mental health, medical issues, family issues, attendance issues, disengagement, ELL students,
and other diverse learning needs. The strengths and needs of these students are discussed.
Based on the recommendations from the grade eight teachers, the SST compiles a report —
students will either receive Academic Resource (AR) department support — if they have an
IEP —, ESL support or SST support. Students requiring support but not qualifying for AR or
ESL support will receive SST support in grade 9. With all the details from the grade eight
teachers, Guidance enrolls these students into various courses deemed suitable for them.
Therefore, placements of Grade 9 students from our feeder schools on the SST’s list were
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determined during the spring cross-panel transitions meetings. For students in grades 10—
12, their placement on the SST is based on whether they are credit deficient for their grade
level. SST may also consider students identified by FSS teachers with social-emotional,
behavioural, or organizational challenges; difficulty with a particular transition or transitions
in general; personal circumstances that are interfering with learning, such as personal or
family illness, substance abuse; poor attendance and/or disengagement from school and
related activities. Sometimes the formal structures in place create role boundaries that
prevent staff from intervening or collaborating in areas that would have benefitted students.
The Informal Organization (Culture). The culture of an organization consists of its
politics, values, written and unwritten behaviour patterns and policies (Sabir, 2018). Schein
(2004) refers to organizational culture as an abstraction, powerful yet invisible and
unconscious to a “considerable degree” (p. 8). The concept of cultures, both external and
internal and the relationships between the two, have a tremendous impact on the outcome of
the organization (Lumby, 2012). It helps change leaders understand “hidden and complex
aspects of life in groups, organizations and occupations….” (Schein, 2004, p. 9). Therefore,
in determining areas that need to change, change leaders should analyze the culture of the
organization in terms of how it influences the organizational goals. Analyzing organizational
culture is essential as it could be a factor as to why gaps exist between intention and outcome
(Lumby, 2012). However, Schein (2004) also highlights that the effectiveness of the culture
depends on its congruence with the environment in which it exists.
FSS has a religious (Judeo-Christian) cultural undertone, with a strong relationship
with the church. The environment has an aura of high morals displayed through its moral
teachings and involvement in social justice initiatives. The school has a reputation for high
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achievement in literacy, numeracy and competitive sports. Staff appreciate and reward
students' hard work. However, rather than viewed holistically, the Black students’ challenges
are attributed to their Black culture, a culture adjudged as loose in family morals and role
model deficient. In other words, the students’ behaviour would be perceived as sine qua non
to or symptomatic of cultural rootlessness. In discussion with some of the teachers, I hear
them say that the Black students’ issues would be dismissed as resulting from the impact of
cultural relativism, or other elements such as single parenthood or broken families,
precursors to poorly reared children. Teachers believe it is not up to the school system to
teach the students how to behave appropriately; however, students who behave
inappropriately will be disciplined. In the FSS context, student disrespectful behaviour
towards teachers, or the questioning of school authority signal disruptions to legitimate
authority, law, and the status quo, and that is addressed based on the deficit notions around
race and gender. Unacceptable behaviours against the code of conduct are normally punished
with detentions, suspensions or expulsions handed out to the erring students.
Given the challenges FSS administration encounters dealing with behaviour issues,
the school has sought partnership with other behaviour support programs for student
improvement such as UNITY or BOYz TO MEN (breaking the chain of racism). Yet,
culturally responsive pedagogy is not being promoted. The liberal teachers in the school have
pushed for activities that nurture diversity and provide the students with the opportunities to
celebrate the various cultures within the school. Although these opportunities exist, the
classrooms are very traditional. Schien (2004) emphasizes that understanding the culture of
an organization helps to appreciate why people in that organization behave the way they do
and why it is so difficult to change them. As challenging as it might seem, it also falls within
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the sphere of a transformative leader to find strategies to engage deeply with the school
culture in order to disrupt the status quo and shed it of its inherent inequalities (Lumby,
2012).
People. The people are also a very important component of the NTCM, and their
beliefs, values and approach to work influence the organizational outputs. In this category are
the leadership team, teaching staff, department heads, support and administrative staff,
custodial staff, students and parent council. However, the dominant voices in my PoP are the
educational leaders and teachers who have the power to categorize and construct the
students’ identities based on their own interpretation and use of the assessment tools created
by the policy makers. Being rational and objective, these educational staff report the
students’ behaviours as unacceptable following the benchmark pre-set by the dominant social
group. The absent voices in my PoP are the students, most times their parents, who are nonmainstream.
Outputs
The last element the Congruence Model asks the change leader to reflect on are the
organizational outputs. These are the products and services of the organization (Cawsey et
al., 2016). The outputs are normally determined by examining the mission statement or stated
goals to understand what skills and competencies the school aims to develop in its
organization, groups and individuals. In this OIP, the focus is to create a socially just and
inclusive classroom environment that empowers more Black students and decreases their
academic vulnerability. Also, this OIP seeks to help teachers become self-aware of their
mindsets and unconscious biases in order to improve teacher-student relationships in their
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classrooms. In the next section, I will explore these desired outcomes and discuss possible
solutions for achieving the change plan.
Possible Solutions to Address the Problem of Practice
My critical race theory lens based organizational analysis of FSS of the
disproportionate categorization of Black students as at risk has highlighted the gaps in FSS
inputs, transformation process and outputs. In applying the Nadler and Tushman’s
Congruence Model (1989), I have been able to identify gaps in the environment, resources,
structure and culture in the school. The outputs indicate the existence of disparities in both
the inputs and process. It is evident that equity is lacking in all three components of the
organization, and there is no equity in the environment, resources and programming. There
is, for example, a lack of balance in course offerings and support provided to various students
at FSS. Moreover, the student success program does not also have adequate staffing, and FSS
offers more academic courses than applied and hands-on courses. There is inconsistency in
how consequences are applied. The referral process for identifying students at-risk is still
subjective, and the curriculum and support materials are presented from the dominant culture,
narratives, and perspectives. Using CRT in this OIP enables seeking in-depth solutions that
go beyond eradication of ignorance and merely encouraging people to get along (Delgado &
Stefancic, 2001), and becomes that tool which SITE can use to propose structural changes to
achieve possible transformative outcomes.
Having identified the gaps, I will then prescribe four major solutions to improve the
academic performance of these students, which, in effect, will help to decrease the proportion
of Black students identified as at-risk. Schools must take credit for their students’ successes
as well as accept responsibility for their shortcomings (Dei, 2003). These solutions are to be
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applied consistently and together, so that no matter what other intersectionalities affect these
Black students, they will find through the agency of their teachers welcoming spaces for
higher achievement.
Possible Solution #1: Providing mentorship for teachers on building supportive
relationships with Black students
One conclusion derived from analyzing the FSS school climate survey is that
racialized students lack a sense of belonging. Classroom teachers must build positive
relationships of “trustful understanding” (Mitchell et. al, 2017) to foster a sense of belonging
for their Black students could result in greater academic success. A poor student-teacher
relationship negatively impacts the student’s learning, and it does not lead to an engaged
pedagogy (Hooks, 2010), as engaged pedagogy happens when there is an interactive
relationship between the teacher and the student (Hooks, 2010), and excellent teachers credit
effective teacher-student relationships as one of the reasons for their success (Hattie, 2008;
Starratt, 2005). When students dislike their teachers or school, they avoid coming to school.
At FSS, where some racialized students complain of the aloofness of teachers and unfairness,
the teachers must make an effort to strengthen their relationships with their Black students.
That kind of interactive relationship must demonstrate teacher high expectations (Hattie,
2008), care for their learning, and genuine efforts to know those learners - their families,
interests, personal goals, and past lived experiences (Mitchell et al., 2017; Starratt, 2005).
Hooks (2010) calls it an environment that demonstrates readiness for optimal learning and an
understanding of both “emotional awareness and emotional intelligence” (p. 19).
Even when Black students disengage, the relationships should continue to include the
teacher’s use of positive language that is full of high expectations for the students (Khalifa,
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2011; Starratt, 2005), good “rapport and alliance” (Mitchell et al., 2017), and the willingness
to celebrate every success made by the students. This solution encourages educational
practices that inspire inclusive schooling in the authentic sense of the term (Dei, 2003). In
such schools, teachers understand that strong and positive relationships produce successful
academic communities (Mitchell et al., 2017). Evidently, all the four referenced elements
above are crucial to reduce the academic vulnerability of Black students at-risk.
The biggest challenge with this solution will be with its implementation. While
teachers will be encouraged to better their relationship with their students, the change team or
the school administration cannot enforce it. In addition, cultivating those trustful and
interactive relationships requires time, patience and understanding on the part of the teacher.
Trustful relationships happen when the students experience the teacher’s high expectations,
trust, and genuine care for all students, and these relationships are best when they arise from
a teacher background that has completely resolved its biases.
Possible Solution #2: Providing equity literacy professional development for staff and
faculty
Everyone wants to be valued, respected and included. To ensure that this is achieved
in schools, opportunities are created for all students to succeed. Part of providing that
opportunity is ensuring that everyone has equitable access to classroom resources,
instruction, and support. Discriminatory practices, systemic barriers and biases must be
eliminated in learning environments (Ontario Ministry of Education, 2017). FSS teachers
need to engage in equity literacy, not in multicultural initiatives, to understand systemic
oppressions and how those elements rob Black students of success opportunities. Gorski
(2016) defines equity literacy as “the cultivation of the skills and consciousness that enable

59

us to recognize, respond to, and redress conditions that deny some students access to the
educational and other opportunities enjoyed by their peers” (p. 1). By becoming equity
literate, teachers demonstrate the skills and dispositions that enable them recognize biases,
respond to and redress inequity, and create and maintain a bias-free learning environment for
all students (Gorski, 2014; Starratt, 2005).
Equity and inclusion issues are not necessarily because of lack of multiculturalism.
FSS hosts diversity and multicultural initiatives such as cultural festivals and has teachers
who run diversity clubs and activities. However, groups of students who feel alienated and
invisible in the school do not care about participating in cultural celebrations (Gorski &
Swalwell, 2015). The issues lie in how these diversity initiatives do not address systemic
practices that actually marginalize Black students and put them academically at risk (Gorski
& Swalwell, 2015). This is not to discredit the benefits of multiculturalism in the school.
However, as good as those multicultural activities are, instead of addressing serious equity
concerns, they mask the problems (Gorski, 2014; Gorski & Swalwell, 2015). Therefore,
change leadership must provide the opportunity for teachers to engage in equity literacy and
for teachers to understand the forms of inequity, implicit bias, and other intersections, and
how all those elements negatively impact the lived experiences of Black students in their
schooling (Dei, 2003; Gorski, 2013: Mitchell et al., 2017). It is through such professional
development on equity literacy that teachers, using a critical race lens, can gain the
knowledge and skill to address those subjugating elements (Gorski & Swalwell, 2015,
Mitchell et al., 2017) and understand Black students’ realities.
Teachers need to recognize that even among well intentioned people, implicit biases
can yield inequitable outcomes and reprogram mindsets (Prystowsky et al., 2017; Staats,
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2016). As in the whole of the teaching profession, FSS is full of well-meaning and passionate
people, with good intentions, committed to making a difference in the lives of children
(Staats, 2016). They are passionate professionals who are committed to their work, and there
are some who are willing to improve the academic achievement of Black students. Yet, part
of the problem is that even some of those teachers fall into what Luke (2015) in the video
“Deficit Thinking” calls the “deficit plot”. In most cases, these deficit paradigms, usually
unspoken, remain unquestioned (Weiner, 2006). Implicit biases have been defined as “the
attitudes or stereotypes that affect our understanding, actions and decisions in an unconscious
manner” (Staats, 2016, p. 29). Implicit biases can cloud a teacher’s judgement, affect their
interpretations and responses to a student’s behaviour, and even their academic success
expectations (Pierott, 2017). They are “pervasive and challenging even to the most openminded person, resulting in actions and outcomes that do not necessarily align with explicit
intentions” (Staats, 2016, p. 29).
The teachers’ deficit thinking is not the only factor that deters Black students from
succeeding in schools. Much has to do with school practices and assumptions emerging from
deficit paradigms which often hide student and teacher abilities (Weiner, 2006, p. 42) and
lack of adequate timely support. Transformation will occur “if teachers acknowledge the
pervasive influence of the deficit paradigm and recognize the untapped strengths of students
and teachers" (Weiner, 2006, p. 45). Therefore, to empower and increase the academic
achievement of Black students, and, in effect, reduce the frequency and number of black
students who end up in the at-risk program, teachers’ deficit thinking must be challenged.
What must happen is not adjusting the mindsets, emotions or behaviours of those Black
students but adjusting teachers’ own racial presumptions (Gorski, 2019, p. 58). As Lumby
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(2012) concludes, “rather than focusing on changing others, the goal is changing oneself, and
understanding more fully one’s own culture and its relationship with the alternative and
oppositional cultures that exist in each organization” (p. 587). Equity literacy enables the
development of staff who are aware of equity issues, especially how those issues impact
marginalized students. Overall, having an equity literate staff is a great way to ensure that the
students are being prepared for the future (Pierott, 2017).
In summary, despite the faint diversity and multicultural initiatives in place at FSS,
many Black students do not feel included and find schooling irrelevant. Such feelings occur
especially when those students do not see themselves reflected in the curricula, including
staffing, and do not feel a sense of well-being (Staats, 2016). Teachers need training to
understand the lived experiences of their Black students, the social and cultural systemic
oppressions they imbibe, and how those elements combine to deter these students’ academic
achievements. What makes this important is Ontario’s commitment that
it is a fundamental principle that every student should have the opportunity to succeed
personally and academically, regardless of background, identity or personal
circumstances … equity is also necessary to realizing all other elements of our
renewed vision, from achieving excellence, to promoting well-being, and enhancing
public confidence in our education system. (Ontario Ministry of Education, 2017, p.
3)
Possible Solution #3: Inculcating culturally responsive and relevant pedagogy and
resources (CRRPr) in classrooms
An equitable and inclusive classroom is a necessary condition for all students to
succeed (Ontario Ministry of Education, 2017). This is achieved when a teacher practises the
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use of a combination of Gloria Ladson-Billings’ Culturally Relevant Pedagogy and Gevena
Gay’s Culturally Responsive Pedagogy, presented by West-Burns and Kugler known as
Culturally Responsive and Relevant Pedagogy (CRRP), in a classroom. In such classes,
teachers acknowledge the students’ cultural assets, utilizing those assets to empower Black
students to exercise agency over their own learning (Mitchell et. al, 2017). Successful
schools seeking to improve the academic excellence of Black students create a teaching
environment in which attention, strategies, and resources are directed to reinforcing Black
students’ positive mindsets and achievement (Mitchell et. al, 2017). CRRP is an anti-racist
education approach that “connects pedagogical practices to high expectations, regardless of
social identity” (Equity Continuum, 2011, p. 2). With CRRPr, which also includes resources,
teachers at FSS are encouraged to teach through an equity lens to make learning relevant and
engaging to the Black students and challenge cultural misconceptions within their
classrooms. This is a “student-centered approach to teaching in which the students’ unique
cultural strengths are identified and nurtured to promote student achievement and a sense of
well-being about the student’s cultural place in the world” (Lynch, 2011). Dei (2020)
indicates that anti-racist education means that “every member of the [school] feels a sense of
welcome, a sense of belonging in their educational setting” (p. 7). In such a classroom,
wholeness, honesty, and radical openness are welcomed (Hooks, 2010). Each student should
see himself or herself reflected in the “school curriculum … textbooks, teaching methods …
culture, environment, and the socio-organizational lives of the academy'' (Dei, 2020, p. 7). As
a result of this new way of teaching, conditions for self-actualization are in place (Hooks,
2010), and the students will be empowered to connect what they are learning to their
worldview and beliefs (Lucas, 2007).
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In the typical school curriculum at FSS, learning materials have an Anglo-European
focus, thereby making them less relevant and unengaging to racialized students. Therefore, a
“culturally responsive” teaching approach, which Ladson-Billings (1995) defines as “a more
dynamic or synergistic relationship between home/community culture and school culture” (p.
467) is needed. In addition to being culturally responsive, pedagogical practices and
resources must also be “culturally relevant”. This means that “teachers need to be nonjudgmental and inclusive of the cultural backgrounds of their students in order to be effective
facilitators of learning in the classroom” (Brown-Jeffy and Cooper, 2011, p. 66). It requires
that teachers include the Black student’s culture and positive representation in the teaching.
Such a notion of teaching must meet three criteria: the “ability to develop students
academically, a willingness to nurture and support cultural competence, and the development
of a sociopolitical or critical consciousness (Ladson-Billings, 1995, p. 483).
Possible Solution #4: Increasing access to support structures for at-risk students in SSP
The inadequacy of support structures for students at-risk at FSS is fundamental to the
Black students’ overrepresentation in the student success program. Support staff assist
students with socio-emotional, mental health, and well-being needs. All these are necessary
for student academic performance. In FSS, the number of support staff as a ratio of students
at risk is low. A few cogent steps and actions need to be taken by the administration to
remedy this situation.
Identification testing and confirmation. Incoming grade eight students identified as
at risk at the transition meeting should be tested at FSS for two main reasons: to establish
their level of “at-riskness” and to determine early intervention to support their academic
growth. For students identified in grades 10-12, if their at-risk identification is not solely
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based on credit deficiency, detailed written justification of identification should be requested
from their classroom teachers. In addition to the progress reports, which are checklists that
indicate learning skills and work habits the students lack, an accompanying report will
provide more details about the elements that identify the students at-risk. In addition to the
needs identified, such reports should also include student strengths and the teacher
intervention strategies used to support the student in the classroom.
Increase the availability of, and intervention from, support staff. Staff supporting
student mental health and well-being are inadequate at FSS. Although support staff such as
the psychologist, child and youth care worker, mental health worker and social worker are
assigned to the school, their frequency of meeting with at-risk students is insufficient. The
change team will request that school administration work with the support team to increase
their availability and support for at-risk students.
Encourage mastery learning. Students who are identified at-risk should be allowed
to retake tests in which they did not do well. Even the Growing Success document highlights
the importance of this practice, since many variables do contribute to poor test performances
(Ontario Ministry of Education, 2010). Since the purpose of the assessment is to gather
information that accurately reflects a student’s achievement of the curriculum expectations in
a subject or course, a one-time testing might not authentically capture that. Since the primary
purpose of assessment is to improve student learning, retesting provides extra opportunity to
“inform instruction, guide next steps, and help students monitor their progress towards
achieving their learning goals” (Ontario Ministry of Education, 2010, p. 28)
Credit Rescue. FSS should reinstate Credit Rescue. Through this practice teachers
offer an opportunity for students to complete missed or incomplete assignments in order to
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“rescue” credits that may be at risk. Credit Rescue will be monitored through the student
success program or during “Power Hour” — an after-school library program. Power Hour is
one hour after school when subject teachers volunteer their time to assist students who need
extra help.
In-school Empowerment Center (for short term suspension). Studies show that
Black students are disproportionately suspended or expelled from schools (Bhattacharjee,
2003; James, 2017). At FSS, a majority of the Black students at-risk have been suspended at
some point. Suspension creates more gaps causing them to continue to fall behind in their
learning. Sending them home on suspension for minor behaviour issues such as truancy,
disruption or other infractions against the school code of conduct suggests rejection. An inschool restorative and empowerment program which focuses on keeping at-risk Black
students in school will make them understand that they are part of the school at all times.
This kind of remedy will serve as a disciplinary measure and an opportunity for the student to
continue to receive support for learning and instruction while serving punishment for
misbehaviour. The program should not be interpreted as an easy way out (Starratt, 2005) but
should be seen as a way to send the message that the student belongs to FSS and is expected
to learn, and the school is committed to providing available resources to support the effort. In
addition, instead of serving suspensions at home, the students will benefit from attending half
day workshops at FSS on learning skills and work habits, empowerment skills, and media
literacy. Such workshops should be coordinated by teaching and support staff such as the
child and youth care worker (CYW), mental health worker, teacher librarian, SST, and
guidance counsellor. These sessions could also provide the time for “re-engagement
discussion” and “motivation interview” with the suspended students. In summary, all four
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suggested solutions will be applied concurrently, and the collaboration and participations of
the administration, support staff and faculty will be required in various ways to achieve the
desired outcomes.
These proposed solutions will be implemented through a PDSA cycle, which will be
comprehensively discussed in Chapter 3. After the gaps have been identified, the proposed
solutions will be determined during the “Plan” stage of the cycle. The solutions will be
implemented at the “Do” stage. The process and the results will be observed and analyzed
during the third stage of the cycle, the “study”. Finally, the results the change team gathers
from the evaluation will inform whether any changes or modifications are required to the
solutions during the “Act” stage.
Leadership Approaches to Change
The disproportionality that exists in the student success program at FSS could remain
muted unless a transformative leader pinpoints or reveals its harsh realities. The
circumstances of these Black students will require a leadership approach ready to
acknowledge the racially oppressive elements in the identification process and other mélange
of implicit and explicit factors that force Black students to “at-riskness.” Flagging the
overrepresentation of Black students in the FSS SSP requires a social justice minded leader,
who recognizes the detrimental effect such a state could have on racialized students (Stovall,
2004) and can influence a change in the mindset of followers. What this requires is that these
followers be as conscientized and readied for the change process to address the problem
(Shields, Dollarhide and Young, 2017). From this standpoint, the change leadership
carefully and thoughtfully plans the process to institute the change (Cawsey et al., 2016) in
the most ethical and effective manner.
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As the transformative leader in this OIP, I am faced with “the ever-silenced issues of
race” which the educational system seems to engage superficially (Stovall, 2004). Based on
my worldview, I recognize that social injustice permeates our educational structures and
affects the quality of life and work of the oppressed. I remain reflective and grounded, as
these characteristics are prerequisites for a leader who hopes to succeed using this
challenging transformative leadership approach (Shields et al., 2017). It is therefore on these
merits that my choice of the transformative leadership approach (TLA) as the framework for
leadership in this OIP hinges. Caldwell et al (2011) define a transformative leadership
approach as “an ethically based leadership model that integrates a commitment to values and
outcomes by optimizing the long-term interests of stakeholders and society and honoring the
moral duties owed by organizations to their stakeholders” (p. 176). First, it “addresses
systemic and ideological root causes of marginalization and racialization” (Shah, 2018, p.
38). With TLA, the leader navigates these problematic spaces with the goal of transforming
the school into a productive and inclusive learning environment for all students. TLA is
ethical and challenges inequitable practices, promising empowerment, liberation, greater
individual achievement and better lived experiences for all (Caldwell, 2011; Shields, 2010;
Shields, 2014), “by challenging inappropriate uses of power and privilege … that create or
perpetuate inequity and injustice” (Shields, 2010, p. 564). Second, it is a progressive
approach leading to an action-oriented plan that addresses equity issues through a
collaborative process between the change leader and followers (Creswell and Creswell,
2018). Third, the transformative leader can be from varied levels of authority within an
organization (Gill, 2011). Fourth, TLA situates well with the other frameworks-critical race
theory, change path model and the congruence model, chosen for this OIP. Shah (2018)
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stresses that in education the transformative discourses over closing gaps aligns most with
critical discourses. They are both problem-oriented and appropriate for addressing relevant
social issues and underlying ideologies in the reproduction of oppression or inequities (Diik,
1995). Critical discourses seek a discussion of educational issues both from a historical and
socio-political context through an equity lens just like transformative discourses. Both
discourses seek the interrogation of issues in education and highlight the structural origins of
inequalities (Shah, 2018). As a starting point, the contribution of slavery and colonialism to
the unexamined ideas and stereotyping of Black peoples must be included in the discourse to
enable staff to recognize how race and racism impact the structures, processes and practices
in education.
The end-values of TLA are highlighted by Shields et al (2017) as: (1) Questions of
justice; (2) Critiques of inequitable practices; (3) Greater individualized achievement; (4)
Better lived experience; (5) More access and opportunity; and (6) Call to exhibit better moral
courage. In this OIP, these TLA end-values ground me as a change leader on actions
actually needed to reduce the number of Black students that end up at risk in the SSP by
providing them with the right support and the conducive classroom environment for success.
Researchers also identify the characteristics of a TL as (1) Commitment; (2) Courage; (3)
Skills; and (4) Activism. TLA seeks both personal and social transformation (Hernandez,
2018; Hewitt, Davis, and Lashley, 2014; Shields, 2010), and an implementation of strategies
that will help construct socially just practices and inclusive learning environments essential
for enabling all students, especially Black students, to achieve high academic performance
(Hernandez, 2018; Shields, 2014).
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With TLA, students are provided with a wide range of options through a variety of
access and opportunity, and they are supported in their zeal to become active participants in
society (Shah, 2018). Educators are encouraged to develop new capabilities to serve the
Black students at-risk better and work collaboratively to ensure that the privilege, power and
structure that lead to exclusion are exposed. Whereas personal transformation motivates
followers to gain capacity, social transformation encourages them to give greater service for
equity and justice (Hernandez, 2018), the need for a change has been identified, thus giving a
strong impetus for seeking restorative strategies to bring that change (Onorato, 2013). To
achieve this goal, the faculty’s morale and conscience must be uplifted and appealed to in
order to move them to a “higher standard of moral responsibility” (Northouse, 2016, p. 177).
Therefore, the leader focuses on influencing and nurturing the faculty and staff into ensuring
that their values and practices encourage equity and inclusivity (Northouse, 2016).
This OIP will influence teachers to increase capacity in areas that will create
conditions for Black students to progress academically. TLA accommodates different levels
of influence, and prompts collaboration between the leader and their followers, as it enables
“developing a shared vision and shared commitment to school change” (Hallinger, 2003, p.
331). TLA encourages leadership at different hierarchical levels in an organization (Gill,
2011), as all members of the group could take up leadership roles (Hernandez, 2018). The
change leader does not have to be the assigned school leadership, just as in my case. As I am
not part of the administration at FSS, I plan to work in collaboration with the administration
recognizing that administrative involvement and support are required for change to be
achieved (Zins and Illback, 1995). That said, researchers acknowledge that transformation in
an organization can be facilitated through bottom-up leadership and participation (Cuilla,
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2005; Gill, 2011; Zins and Illback, 1995). The above characteristics of a TLA allow me as an
emergent leader to advocate and lead this change process at FSS.
The support and needs of the teachers throughout the process will also be central,
with the notion that “everyone, everywhere, everyday leadership” (Montuori and Donnelly,
2018, p. 4) can make a difference. Leadership will ensure adequate support to the faculty and
staff to enable them achieve the FSS change vision. Therefore, leadership must create
opportunities for continuous open and authentic communication with the followers, provision
of information, clarifications and feedback and be ready to address any challenges through
the process. As a change leader, I look at the process or actions as a trigger “butterfly effect”
that will bring transformation to the learning spaces at FSS. Consequently, FSS will have
more welcoming and inclusive classrooms for all learners, which will generate an increase in
both academic and personal achievements.
The transformative leader is capable of developing emotional bonds with their
followers, and therefore can appeal to their humanity (Shields, 2010 in citing Bennis, 1986).
In this case, the leader presents the problem as a social justice issue, but, in addition, will
“embrace the psychological and spiritual as well as the social world” (Montuori and
Donnelly, 2018, p. 4). To enable the followers to see and feel the injustice that arises from
the problem, the transformative leadership uses a CRT perspective to start the discussion. In
the process, this leader creates channels for communication and exchange of change
strategies to help facilitate the change process.
Some of the teachers at FSS might not recognize the issue with the overrepresentation
of Black students in the at-risk student success program until the problematic nature of it is
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pointed out and clarified for them. Although the majority of the teachers at FSS might be
aware of the various intersectionalities that hinder Black students from academic excellence,
they might be less attentive to the hindering factors localized within the learning ecology. In
this situation, TLA becomes beneficial, as that leader has the capability to present the issue in
a manner that will enable the follower to understand their moral responsibility to act on the
OIP.
A transformative leader is a service-oriented person interested in taking action to
transform a problem. This leader seeks to investigate the truth, reveal and address the
problem in order to achieve both personal and social transformation. In doing so, this leader
demonstrates the moral conviction to achieve transcendence. In the end, the outcomes lead to
growth, capabilities and empowerment.
TLA is not without limitations. The process is not an easy one due to the complexity
of changes in schools (Zins and Illback, 1995) with such elements as frustrations encountered
in the process, egotistical desires, personal interests, and other bad habits (Hernandez, 2018).
To effect change, both structural and ideological transformations are required, and to achieve
both takes time (Weiner, 2003). Therefore, as the change leader, I recognize that an
immediate large-scale type of reform is unrealistic (Zins and Illback, 1995), and
institutionalization cannot be achieved instantly. Taking small steps will be required for a
progressive and sustainable change process. In addition, the awareness makes me realize that
this OIP should indicate a recognition that the resources and support to be provided in this
change process could be ongoing. Since there are possibilities of staff turn-over, maybe due
to retirement or transfers, the change team should expect ongoing support and a repetition of
stages of the chosen change model. Invariably, with the addition of new staff the change
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reorients itself and the process while maintaining the core elements of its approach. That
said, patience is required as followers build capacities and go through the process of both
personal and social transformation (Hernandez, 2018).
As I have indicated, a reversal of the overrepresentation of black students in the atrisk student success program requires a transformative leadership approach grounded in
critical race theory (CRT), a combination of which Shield (2014) refers to as a critical
transformative approach (CTA). CRT focuses on “advocating for justice for people who find
themselves occupying positions on the margins – for those who hold ‘minority’ status. It
directs attention to the ways in which structural arrangements inhibit and disadvantage some
more than others in our society” (Trevino, Harris, and Wallace, 2008, p. 8). Using CRT as a
theoretical lens, the change team considers how educational theory and practice are used to
subordinate racialized groups and the impact of systemic oppression on schooling structures
and practices (Solorzano & Yosso, 2001; Taylor, 1998). The four dimensions of racism as
indicated in Solorzano and Yosso (2001): racism has micro and macro sides; it can be
institutional or individual in form; it has conscious or unconscious factors; its impact can be
lasting and cumulative on both individual and group. CRT, as well as TLA, serve as “a tool
for rooting out inequality and injustice” (Trevino et al., 2008, p. 8). The two frameworks
work well with Cawsey et al. (2016) Change Path Model (CPM) for leading the change
process of my OIP. CPM provides the forum for the participating stakeholders to deeply
reflect on their beliefs, values and principles and critically question those practices that
hinder the ability of all students to succeed (Shields, 2014).
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Leadership Ethics and Organizational Change Issues
As a transformative leader seeking to effectively lead an organizational change, I will
infuse ethical leadership into the school community through modelling moral standards and
creating opportunities for moral literacy (Tuana, 2014). It is imperative that others see me as
a central source of guidance for this change process (Brown, Trevino & Harrison, 2005). As
challenging as the retention of follower trust can be, that trust is earned through leadership
sustained demonstration of character, competence, integrity and a commitment to the interest
of stakeholders (Caldwell et. al, 2012). Leadership ethics inform the leader’s essence, their
relationship with the followers, and their responses to problems (Caldwell et al., 2012;
Ciulla, 2005; Northouse, 2016). Chapter 1 and Chapter 2 of this OIP indicate that ethical
leadership is required in transforming the identified problem of practice. This leader must be
morally obligated and committed to doing the right thing the right way and for the right
reason (Ciulla, 2005) and be ready to treat others with dignity and respect.
The outcomes sought by the transformative leader are those that add value, remove
impediments to organizational achievement and personal development (Caldwell et al., 2012;
Ciulla, 2005). Those outcomes are achieved through seeking new solutions to challenge
followers’ mindsets and assumptions and moving them to rethink their beliefs and
normalized practices (Caldwell et al., 2012). Where a leader is incapable of doing so, the
effect on the followers and the organization is encumbering (Ciulla, 2005).
The ethical leader must live by a set of principles. Examining those principles helps
followers understand the behaviour and virtuousness of that leader (Ciulla, 2005; Northouse,
2016) and demonstrates that this leader is not afraid to think outside the box and selflessly
challenges normative practices long in place, in order to do what is morally right through a
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just means (Ciulla, 2005). Hence, leadership ethics is concerned more with leadership
activities, “morals”, “values” and “motives” (Northouse, 2015) and the ability of the leader to
influence the best outcomes (Ciulla, 2005). Even as a non-assigned leader, I demonstrate
those ethical leadership qualities by always thinking of how to advance the domain of what is
possible, demonstrating a broader sense of moral obligation (Ciulla, 2005) through my
actions. Given that the transformative leadership approach and critical race theory lens are
the frameworks used in this OIP, I will discuss leadership ethics in relation to my PoP using
Northouse’s (2015) five principles of ethical leadership. These principles align well with a
transformative leadership approach and analyzing them from a critical race theory helps to
gain a better understanding of how these ethical principles enable the achievement of my
OIP. This section will also provide a discussion on how these ethical principles are applied in
the process and how they align with both the transformative leadership approach and critical
race theory. Northouse (2015) identifies five foundational principles which ethical leaders
must follow and use as benchmarks for their own behaviour. These principles are respect,
service, justice, honesty, and community. All five principles are explored in relation to this
OIP.
Ethic of Respect
Ethical leaders respect others, accord them dignity and acknowledge their unique
identities, and this involves showing that each individual is valued and worthy (Northouse,
2015), while influencing them to achieve a common goal. Their ideas, creativity, opinions
and desires are respected, especially when such individuals need protection. At FSS, the
change leadership will request for representatives from each department to participate in the
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change team. In addition, the change leader ensures that all voices are heard by allowing
followers to express their opinions, beliefs and feelings, listening empathetically.
Ethic of Service
A transformative leader is altruistic and demonstrates “the willingness to make the
ultimate sacrifice for the good of the group” (Ciulla, 2005, p. 328). As a transformative
change leader, I will need to show a responsible zeal for service, empowerment and support
for the improvement of others. It is important that I influence my team to accept the
sacrifices in their service without their seeing it as additional work or burden. Brown et al.
(2005) suggest that a change leader can achieve altruism by remaining transparent, fair and
caring, and by creating those conditions which make the leader a trusted source of
information.
Ethic of Justice
As a transformative leader, I am concerned about justice and equity. With this
approach, I place the issue of equity and fairness at the center of my vision to maintain the
message of equal access to opportunity (Northouse, 2015). This ethical principle is
exemplified by leadership treating all stakeholders fairly, acknowledging their achievements
and supporting their growth in the organization (Caldwell et al., 2012). The ethic of justice is
at the heart of this OIP, demonstrated in its identification of the inequity regarding the state
of Black students at-risk and its striving to achieve a fair learning environment for these
marginalized students. Moreover, because our task is collaborative, my team will be
encouraged to solicit the input of staff and faculty both in the formation of the change agenda
and in the implementation strategies, thereby overcoming the feeling that solutions are
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remote and non-contextual (Wood, 2017). In this way, the leader’s altruism serves both as a
purely positive motivator and a guarantee of inclusiveness.
Ethic of Honesty
Ethical leadership demands that the leader be honest and authentic in the assessment
of the situation and the use, analysis and presentation of data (Northouse, 2015). The Ethic of
honesty, as a principle, demands that the leader seeks always to represent reality, pursue the
truth, and support a learning culture that enables growth in both the leaders and the followers
(Caldwell et al., 2012). The leader approaches issues with openness and sincerity, sharing
relevant personal experiences authentically with all honesty. In this OIP, the ethic of honesty
is shown by leadership’s honest use and presentation of data and realities. In doing so, the
leader remains sensitive to information being shared and the attitude and feelings of others
(Northouse, 2015). The ethical leader demonstrates accountability and transparency.
Ethic of Community
As an ethical leader, I work collaboratively with stakeholders to achieve a shared
vision for a common purpose. The vision is collaboratively prepared and shared as a common
goal in which everyone has a role. I factor in the needs and purposes of all as we form the
change plan and process and avoid imposing personal will or interest on others (Northouse,
2015). At FSS, the change leader works in tandem with the school administration and the
change team to build collaborative teams, and influences teachers to participate in the
professional learning community as a community of learners. Collaboratively, the team will
decide on success measurement strategies and nature of evidence. The change team will
invite staff to participate in the new school improvement team or other PLC of their own
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interest. As a community, leadership will encourage shared understanding of the issues and
open discussion about the process. Problems that could emanate from the process will also be
discussed in a transparent manner within the team.
Being an ethical leader is challenging but ethics are needed for one to be able to lead
change effectively (Caldwell et al., 2012). It is even more challenging in today’s society
where the public demands accountability and transparency. It becomes even more complex
with the inputs factors (PESTE), legislations, and contractual arrangements that influence the
activities of an organization. As Ciulla (2005) in referencing Plato, points out, “it is better to
live under a just ruler than to be one” (p. 328). However, when in the pursuit of a communal
vision, leadership respects its followers, showing honesty and commitment to serve for the
welfare of all stakeholders, that leadership earns and retains the trust of its followers. A
transformative leader must demonstrate these ethical principles to effectively lead an
organizational change.
Chapter Conclusion
In Chapter 1, having introduced the organizational context and the problem of
practice, namely that there is an overrepresentation of Black students in the at-risk category
at FSS, and having established both the theoretical (transformative leadership approach) and
conceptual (critical race theory) frameworks to be used in this work, I proceeded in Chapter 2
to discuss the planning and development of this OIP. Specifically, I presented in detail the
leadership, conceptual and implementation frameworks chosen to direct the achievement of
this change plan. Where this will be approached from a transformative leadership style, it
will be viewed through a critical race theory lens. The change process will follow Cawsey et
al’s the Change Path Model which provides a strategic model for the implementation of the
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change plan. To get a global view of elements which inform the structure, culture, work
environment and outputs at FSS a critical analysis of the organization will be conducted
using Nadler and Tushman’s Congruence Model. To address the PoP, actionable solutions
are provided in this chapter. Finally, I discussed leadership ethics as it relates to the OIP. In
Chapter 3, I will discuss the change implementation plan, the process for monitoring and
evaluating the change process, the plan to communicate the need for change and change
process, and finally, I will present the next step and future considerations.
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Chapter 3: Implementation, Evaluation, and Communication
Change Implementation Plan
To achieve the transformative objective of this OIP an implementation plan that
evolves and encourages personal growth is required. Such a plan invites participation from
all change implementers and provides opportunities for the change team to influence
teachers' mindsets and practices in order to address the main goal of this OIP in a strategic
manner. The expected outcome is a reduction in the racial disproportionality involved in the
identification of Black students as at-risk at FSS and an increase in the academic
achievement of all students, more especially the Black students. This plan is anchored in a
combination of critical race theory and transformative leadership frameworks. As such, it
will seek to directly address the identified PoP in this work by telling the stories surrounding
Black students’ schooling experiences to “provide the necessary context for understanding,
feeling, and interpreting” (Ladson-Billings, 1998, p. 13) their situation. This change plan also
seeks to achieve the infusion of equity initiatives into the structural and cultural practices at
FSS as a mechanism for assuring an affirming environment where all students can learn. As
already introduced in the previous chapters, the Cawsey et al. (2016) Change Path Model
(CPM) will be employed to guide the change process. However, in this section, I will present
a strategy for change by itemizing the goals and priorities of the changes that I plan to
initiate. Also, I will outline a plan for managing the transition and as well as a strategy for
communicating the change plan.
Change Implementation Stages
In order to successfully initiate positive change, one must see it as a continuing
process that involves personal growth, not as an event or finite happening, through single
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moments of professional development. In addition, I recognize that the issues of prejudice
and the assumptions therein will be addressed through a definitive and strong approach.
Therefore, the change team and I will bring a formidable sense of confidence, competence,
and knowledge to the process (Hall, 2013). In addition, as a change leader, I am aware that
the personal transformation of mindset for each of those involved in this process will take
place when each individual is ready, or provided the space and skills to become ready.
Whereas each of the actors will transform at their own pace, the change process still
encompasses four stages, namely awakening, mobilization, acceleration, and
institutionalization. Each stage will require the involvement and commitment of people,
resources and time. Because some of the situations being addressed in this OIP are overt and
complex, such as the difficulty for some stakeholders to believe in the existence of the
problem, there are bound to be challenges along the change process (Hall, 2013, p. 265).
Moreover, the complex and ever-evolving nature of the problem means that time and
persistence are needed in order to accomplish major outcomes (Hall, 2013). The Change Path
Model, a combination of “process and prescription” (Cawsey et al., 2016, p. 53), will work
well with the application of the transformative leadership approach since the model creates
room for conversation. In the process, there will be opportunities for the change team to
influence, inspire and motivate faculty to action. Presenting details from a CRT perspective,
the change team will also be able to stimulate the faculty intellectually to approach the
problem from a novel standpoint using the new awareness they have gathered.
Table 1 below indicates the change implementation stages with the timelines and
specific activities which the change team will undertake.

81

Table 1
Change Implementation (Multi-Year) Strategic Plan

Note. An adaptation based on Cawsey et al., (2016) Change Path Model
Goals and Priorities for Change
As itemized in Table 2 below, the goals of this OIP are of various ranges: short-term,
mid-term, and long-term. While the short-term and the mid-term goals have defined
timelines, the long-term goals’ timeline is not definite. However, achieving the long-term
goals is dependent on first realizing the short and mid-term goals. The long-term goal of this
OIP is to create and sustain inclusive learning environments with equitable practices and
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adequate restorative support structures at FSS. In effect, this will help to empower Black
students and increase their chances of becoming successful, within a transformed system.
Table 2
Short-term/Mid-term/Long-term Goals

Short-Term Goals

Mid-Term Goals

Long-Term Goals

—To gather substantiate the

—To train staff in equity

—To make FSS a socially just

existence of the PoP

literacy

—To mobilize staff and

—To provide support staff

and inclusive learning
environment

faculty effort and
commitment to support the
change plan

and faculty implementation of —To foster better teacherplan
student relationships
—To gather feedback/inputs

—To ensure the use of CRRP

from both students and staff

in classrooms
—To increase student access

to restorative support
structures
—To reduce the number of

Black students at-risk
—To empower Black students

to succeed academically
through mainstream classes
To achieve these goals, engaging in transformative dialogue and refusing assumptions
(Ortiz & Jani, 2010) is imperative. Now, because the existence of inequitable practices in the
school system is hardly acknowledged (Wadhawa, 2010), this OIP seeks to address the fact
that racial disproportionality in academic achievement results from inclement school culture,
lack of positive teacher-student relationships, and lack of culturally responsive resources and
pedagogy. The change team will take transformative steps to remove such barriers within
FSS. Those actions will include reviewing the at-risk identification practices, discussing
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exclusion in pedagogical practices, and re-evaluating the school climate from a CRT
perspective. To interrupt those detrimental current practices where they exist within the FSS,
CRT will then become a tool that will be used for the “deconstruction of oppressive
structures and discourses, reconstruction of human agency, and construction of equitable and
socially just relations of power” (Ladson-Billings, 1998, p. 9). The process begins in the
Awakening stage, within the month of May and June, with the identification and naming of
the particular problem or symptom (Cawsey et al, 2016; Hall, 2013) that needs to be
addressed. The timeline provides enough time for planning the change process that will be
rolled out at the beginning of the next school year. Stage one of this plan initiates the
formation of a change vision and a coalition group through which the problem and need for
change will be highlighted, established, and communicated to faculty and staff. Through the
school principal, departments will be invited to nominate a representative to be part of the
change team. Guided by the lead question, “Why is the population of Black students in the
at-risk program high?” the team begins undertaking a critical analysis of the organization to
identify gaps. The team will review FSS data (i.e. School Climate Survey; At-Risk List;
Attendance Records; Suspension Records; Achievement Records) to establish the existence
of the problem and situate the problem within the context of FSS. Once the School
Improvement Team on Equity (SITE) is formed, SITE develops the change vision. Hosting
this stage in May through June will enable more participation from faculty and staff as the
year is nearing an end. SITE will function as the coalition guide that communicates the
change process and mobilizes efforts to implement and evaluate the change process.
While our second priority is to create a viable change team made of committed staff
representatives from various departments, our third and final priority is to influence
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commitment and staff and faculty mindset through capacity building and personal growth.
All participating stakeholders will be adequately informed of the change process during the
Mobilization Stage at the first staff meeting in August before the new school year begins.
Part of achieving a successful change implementation is ensuring that those stakeholders
involved in the change process understand what needs to change and why. As Cawsey et al.,
(2016) posit, “Nothing will happen until someone takes the information and communicates a
compelling argument concerning the need for change… [and until the need] is framed,
understood, and believed” (p. 99). Therefore, stage two will be held in professional
development workshops in August, before the start of the school year. To convince staff and
faculty, SITE will share the result of the school climate data and note gaps, backed up by
research reports. The plan will be presented as a shared vision. It is important the lead
presenter of the change plan is the school principal and the change leader who has a good
rapport with the teachers. Staff and faculty will have the opportunity to share their reaction to
the change plan. Departments will be given some time at this meeting to develop their belief
statement based on the change vision.
In the third stage, the Acceleration Stage, from September through May, the focus is
capacity building. FSS faculty will be provided with appropriate resources and on-going
professional developments on diversity, equity, inclusivity and justice. The target will be to
achieve the mid-term goals, which are to train faculty and staff on equity literacy and to
support the implementation of the change plan. School-wide and departmental professional
development sessions on equity literacy, improving teacher-student relationship, teaching
with culturally responsive pedagogy and resources, and increasing support structures will be
offered. These PDs will address topics such as “diversity, equity and inclusivity, and justice”,
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“cultural sensitivity”, "disrupting deficit thinking and paradigms", “teaching with culturally
responsive pedagogy”, “building relationships” and “understanding the different student” for
capacity building and to reinforce the dissatisfaction with the status quo. SITE will seek
partners such as targeted workshop presenters to lead these workshops. The change will also
highlight the availability of board-wide equity workshops and encourage faculty and staff to
sign-up for those workshops as well. Our objective here is to influence these stakeholders to
critique those assumptions and thoughts that engender negative perceptions about Black
students, thus building supportive structures that enable higher academic achievement in
FSS. SITE will gather feedback from faculty, staff and students through focus groups. SITE
will conduct review of the goals, strategies, and achievement. Challenges and issues
encountered will be documented. The process and priorities will be monitored and evaluated
to determine the efficacy of the plan, as well as to celebrate successes. As Armenkias and
Harris (2009) posit, results generated from the process assessment will help the change team
determine whether necessary revisions to the process are needed or to continue the
implementation plan.
Based on the reports generated from the interview, revisions or changes will be made
to the change process in the Institutionalization Stage, which is the fourth stage, at the end
of first semester and ongoing into the second semester. Any changes required will be made to
the change plan before the second term of the change process begins. These specific
activities would be addressed through a strategic change implementation plan. From the
foregoing, the change team targets the short-term goals within the awakening and
mobilization stages, the mid-term goals within the acceleration stage, while the long-term
goals will be achieved by the institutionalization stage. (See Table 2 above).

86

Stakeholders/Key Players
One of the benefits of using a transformative leadership framework for this OIP is
that it allows both the leader and the followers to be united in the change process (Northouse,
2016). In this OIP, the key stakeholders are of three levels and will participate in different
roles during various stages of the Change Path implementation model. They are the support
staff and faculty, school administrators, the change team (SITE), and the FSS Board’s central
equity and inclusivity team. Throughout the change process, individuals and team players
may transit from one role to another: change initiators, change facilitators, or change
implementers. While this OIP acknowledges the existence of various participation levels,
each player has a critical role in the transformative process. The faculty are the major players
in the education process, and their pedagogical practices have a direct impact on student
learning. At the awakening stage, teachers will be involved in confirming the problems and
experiences that incite the need for change (Cawsey et. al., 2016). As change implementers,
teachers will be expected to apply the proposed strategies in their own classrooms during the
acceleration stage and remain active participants in providing feedback to the school
improvement committee. The administration involvement in all four different stages of the
change process is crucial. Starr (2017) notes also that the primary role of the school leader in
a change process is to collaborate with the school improvement team to confirm the need for
change, approve the vision plan, and articulate the vision plan to necessary stakeholders
through various effective communication means. The commitment and support of FSS
administration will be required in this OIP for it to be effective. The administration will be
utilizing information supplied to them by the school improvement committee in their effort to
intervene and bring change. The administration communicates the change decision made
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about professional learning, intervention, identification process through directives and
professional development sessions. Working with the committee, therefore, the
administration becomes part of the change agent. A change in practice is not easy, and
learning new ways can be stressful. If staff experience increased workload, interpersonal
conflict, and perceived unfairness as a result of the demands of the OIP, it will be the
responsibility of the school administration to manage the recipients and the stakeholders as
they react to change (Cawsey et al., 2018). SITE will serve as the ad-hoc change team. For
this OIP to be effective, the change strategies must be thoughtfully designed and planned to
convince the change recipients to buy into the implementation. Therefore, the team will
devote to meeting often at various stages of the change process. The team will establish
conversation channels for change implementers and change recipients. As the change leader,
with the guiding vision of the change process, I will work committedly, with determination
with the team to determine the starting point for change, its trajectory, and indicators to
measure change progress. Through meetings, the team will collaborate with the
administration on planning change activities and monitoring the implementation process and
outcome. The team will be reporting progress with both anticipated situations and unforeseen
circumstances, while the leadership will manage situations which may arise, to ensure the
school reaches its desired transformative goal. Together with the school administrator, the
team will be open to responding to questions that staff might have regarding the change
initiative and its process and providing information regarding resources. The equity
department at the board level will serve as advisory for the school administration and the
school improvement team. This department conducts workshops and brings partners and
speakers to guide staff reflection on related matters.
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School Improvement Team on Equity (SITE). SITE comprises the Student Success
Team, representatives from the administration team, subject department teachers and staff
representatives, and me - the change and equity leader. Since the leadership framework
applied in this OIP takes the transformative leadership approach, the change process will be
implemented through a collaborative school-based approach led by the FSS School
Improvement Team on Equity (SITE) in tandem with the school administration. The vision
of this OIP “cannot be imposed from outside. It must grow out of the hard work of ongoing
dialogue and negotiation among colleagues” (Villegas & Lucas, 2002, p. 21). Staff
representatives in SITE will be open to discussions and communicate directions and
expectations, to other staff and faculty, regarding change initiatives. It is also the role of FSS
SITE to put together the implementation plan that will direct the process, determine and
measure change strategies and change outcomes. SITE will work in tandem with the
administration to ensure change efforts are long-term and offered as part of a systematic
change process (Chun and Evans, 2018) in the school.
Staff and Faculty. As this OIP will have a significant impact on other stakeholders
such as the administration, faculty, support staff, students, families, the union, it is pertinent
that they are integrated into its plans, implementation, and evaluation. As major factors in
this OIP, teachers have a signal role to play in this process. They will be mobilized in the
development of the improvement plan and participate in all other stages of the
implementation process. They are expected to serve as change implementers through whom
the equity initiatives will have a transferable impact on the pedagogical practices, school
climate, and culture. They will implement the new strategies provided through professional
development in their classrooms to provide better support for Black students and make the
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learning environment more equitable and inclusive. They will participate in the equity
learning through Professional Learning Committee (PLC) and small group workshops and
engage in on-going discussions with the admin or SITE to clarify any confusion or questions
regarding advancing their personal growth. When all this is done, during the evaluation of the
plan, the teachers are expected to provide feedback on the change process.
Students. As stakeholders in this process, some FSS students will be encouraged to
play an active role in the process. Twenty students on the SST at-risk list will be placed as a
high priority. These students will serve as the focus group for evaluating the change
strategies during the acceleration stage. Students will be encouraged to serve in the group
with a focus on equity and inclusion. Through the student group, students will receive equity
training and literacy. Therefore, through their group, the students will be empowered and
assured to voice their opinion and participate in other social justice initiatives.
Board Equity Department. Another stakeholder that has a role to play in this OIP
and will also be impacted is the Equity department at the board level. This department plays
an advisory role and assists in the organization of the professional development sessions.
Through the Equity department, SITE will get recommendations for guest speakers or
workshop trainers to conduct equity learning at FSS. SITE could also consult the Equity
department for clarification or guidance on related matters. As Cawsey et al, (2016) indicate,
using external consultants might not be beneficial because they may lack knowledge of the
political environment and culture of the organization. The Equity department internal
consultant could conduct the workshops that will help reduce the funding limitations. Using
internal consultants helps to eliminate the risk factor of external consultants who come with
ready-made answers not specifically based on the local community (Cawsey et al., 2016).
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Managing Transition
Successful transition management requires that “both the change project and the
continuing operations [of the school] are successful” (Cawsey et al., 2016, p. 328). The SITE
chair and co-chair will oversee the management of the change team and its general activities
including change patterns, change frequency and expectations based on a good grasp of what
is involved in the change process (Sparks, 1993). The SITE co-chairs will take up leadership
roles in facilitating team meetings and engaging in frequent communication with the school
administration on this change initiative. Since our vision is clear and compelling, it,
therefore, becomes necessary for me to ensure that the message is clearly communicated to
all, especially to those leading the change process. Staff and faculty who are in the SITE,
leading the change, will be given the support, sufficient training and time throughout their
involvement in the change implementation stages (Sparks, 1993). Since a new attitude is
required from staff and faculty, adequate on-going professional development and channels of
communication will be made available to support capacity building and professional growth.
Also, the change team will recognize that attitude change is a “highly personal process”
(Sparks, 1993). Consequently, we will provide everyone involved, especially faculty,
opportunities to address questions, misconceptions, and any challenges relating to this
change initiative and get the support that will enable personal growth. To provide the trust
and support needed, our change team (SITE) will remain non-judgmental and committed to
celebrating little success throughout the process. Throughout this process, it is pertinent that
the team will provide regular updates on the progress of the change process to reduce
participant anxiety and keep their momentum going (Cawsey et al., 2016). Prior to the
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conclusion of the process, which is the institutionalization stage, the team would have made a
decision on what success would look like and how the process would be measured.
Understanding Stakeholders’ Reactions to Change
Since managing a transition involves moving people out of their comfort zones, one
expects that many stakeholders will also react to change. I expect that their reactions will
depend on a few variables including their perception of the credibility of the change team, the
manner in which the message is presented, and the extent to which the changes impinge on
them. As the change leader, I need to anticipate many of these reactions and get ready to
accommodate or respond to them. Since the topic of my OIP is a socially controversial one,
my team will strive to limit its perception as an attack on anyone’s racial understanding. As
teachers are key stakeholders in this OIP, the plan will be communicated to them in a way
that they take ownership of the vision. That way, we can encourage strong faculty
involvement in all the stages of the process. Moreover, in order to make the process palatable
to staff and faculty stakeholders, we will sell the need for change to them by not just stopping
at sharing the problems that are driving the need for change (Cawsey et al., 2016). Rather, we
will clearly communicate the personal benefits in it for them. That future post-change state
must be presented in a concrete and tangible way. The FSS administration must also assure
the stakeholders of their unwavering support throughout the process, at every opportunity, as
Gorski (2019) argues, not wait for stakeholders to be ready or “for all white educators to ease
into racial equity commitments” (p. 58). Recognizing that the problem is a complex and
difficult one, FSS administration and I will declare our openness, readiness, and availability
to support stakeholders.
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Potential Implementation Issues
Change implementation obviously has impeding factors. Such factors include a lack
of race-based data, inequity denial, pseudo-equity initiatives, over-extending reform requests
on teachers, and antagonism towards equity advocates. As Dei (2003) warns, advocating for
equity, as in this OIP, comes with risks and consequences and could get challenging and
frustrating for stakeholders. The lack of race-based data and formally documented reports
combines with the reluctance of “equity-resistant colleagues” (Gorski, 2019, p. 56) to
acknowledge the existence of the problem, and this manifests itself either as denial or
ignorance. Evidently, “the serious consequences of race are often denied both because racism
is an unsettling issue for most Canadians and because it is a very complex concept” (Dei,
2003, p. 3). The denial could also result from what Gorski (2019) calls “equity detours” —
the fact that inequities are papered over with the various multicultural activities hosted at
FSS.
As people detest moving away from their comfort zones (Cresie, 2005), asking
teachers to reform can be very challenging especially when the change request targets
changes in their beliefs and practices in the classroom (Terhart, 2013). Teachers cater to so
many diverse needs, that they find it challenging to prioritize these areas of need. Resistance
occurs due to the doubt regarding the need for change, confusion about what is required of
the faculty, and the benefits of the expected outcomes (Tarhart, 2013). Also, those equity
advocates at FSS could face antagonism for their advocacy (Gorski, 2019).
In confronting this phenomenon, my team will use both a guided form of
indoctrination and blame-free suasion which does not make stakeholders defensive about
their prior practices or positions. Furthermore, given the workload of many of the staff and
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teachers in FSS, I anticipate resistance to additional imposition. As a change team, we will be
mindful of complaints about frequent changes to the system by staff and faculty who have
been accustomed to doing things in particular ways. Many other structural issues will weigh
on the implementation of change in FSS regarding my OIP. The frequent changes in staff and
the attendant fragmentation in relationship building, the use of long-term occasional teachers,
the monitoring of implementation, and budgetary constraints are some of the issues my team
will need to confront and factor into our work. While these factors will act as headwinds, our
awareness of their existence will be factored into our practices.
Resources and Supports
For a successful implementation of the change process in my OIP, and in order to
counteract some of the potential implementation issues already outlined, some resources and
support will be applied. My team will draw from the competencies, experiences and
individual strengths within FSS (DeMatthews, 2015). While creating structures that will
better support the needs of all students, more especially for those Black students at-risk, we
will focus on building capacity and challenging deficit thinking of staff and faculty
(DeMatthews, 2015). Such support will include the provision of channels of communication,
adequate planning, professional development sessions, reference resources, financial
resources, and information gathering and measurement tools. Departments, such as English
and Library departments, will be encouraged to decolonize their reading texts by selecting
resources from the Board-wide CRRP pre-selected text lists. SITE and the school
administration will be open to formal and informal discussion and consultation as needed.
Stakeholders must have access to getting clarifications or addressing their concerns or
misunderstandings. We will provide adequate planning time and release days for SITE
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members and departmental planning sessions on equity. SITE will meet bi-weekly for
planning and monitoring discussions. We will explore several monitoring and evaluation
tools to make sure that our team’s intentions are faithfully executed. The professional
development sessions will cost money. However, they will be paid for from the
administrative budget. For departmental workshops, internal facilitators from the FSS board
Diversity and Equity department will lead the training.
Building Momentum
In most projects and plans, the loss of momentum usually comes from the loss of
focus and dynamism. We will, therefore, equip our change implementers with the skills and
strategies to effect change. Therefore, opportunities for them to build capacity, skills, and
knowledge that lead to the desired future state will be provided. The proposed professional
development sessions centre on what FSS staff and faculty can do, instead of what they are
not doing. The outcome will be influencing staff and faculty with understanding, while
respecting, connecting, and promoting equity and inclusivity. The workshops will also focus
on overcoming unconscious bias, forging authentic connections, developing learning
environments that help racialized students feel a sense of belonging, nurturance, challenge,
and love at school, and fostering positive teacher-student relationships so that Black students
can show up wholly ready to apply their lived experiences and culture in what they are
learning. Opportunities for authentic conversations, without judgement, and ready-to-use
resources will be made available. As the process progresses, the team will continue to
highlight and celebrate successes.
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Limitations
There are bound to be limitations to the success of this OIP due to the complex nature
of its subject. The first is that this OIP focuses solely on what staff and faculty will be doing
to help create a just learning environment at FSS. It does not address other barriers that
possibly contribute to the vulnerability of Black students. Other factors such as the students
themselves, mental health issues, socioeconomic concerns, and family dynamics were not
considered in the OIP. Not addressing those other areas could jeopardize the success of this
OIP. While these factors can make for further studies, we will concentrate on the actions of
the stakeholders within FSS that contribute to Black students at-riskness. Second, while
positive change is desirable, change of practice, behaviour or mindset can rarely be enforced.
Stakeholders in this OIP are mostly adults, and they have their personal ideologies and
beliefs. It could be difficult to change their views, beliefs, and knowledge within the timeline
given for this OIP. Third, staff and faculty may not have adequate time for meaningful
professional development. Most of the professional development days at FSS are boardplanned and directed. This model limits the opportunities for the school to run professional
development sessions to address its local needs. Finally, my team is cognizant of the
budgetary constraints under which FSS works. It is possible that our intentions are curtailed
by these factors, thus erecting boundaries between our intentions and outcomes.
Change Process Monitoring and Evaluation
Having devised a change implementation plan that evolves and encourages personal
growth for FSS, it is important that I articulate a clear monitoring and evaluating program to
gauge the progress of my OIP. As not all changes are improvements, a well-articulated
monitoring and evaluation plan will be needed to ensure the effectiveness of the intended
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changes from my OIP (Langley et al., 2009). Cognizant of the challenges attendant to several
aspects of my implementation plan and my guiding frameworks, the change team and I will
assiduously set up a monitoring program to follow up on each of the steps in my change plan.
These challenges have been discussed in the previous chapter, and Tichnor-Wagner et al.
(2017) have shown that they can concisely be placed into attitudinal and capacity constraints
(pp. 470-471). Notwithstanding the challenges, a clear monitoring and evaluation process
will take into consideration the positive intentions in the change plan and seek vigorously to
realize them.
Monitoring and evaluation of a change process entail two major activities. Monitoring
is an on-going regular check-in to ensure that the change process is progressing as planned.
As a result of monitoring, changes or revision could be made to the change plan as the
process progresses. Data generated through monitoring could be used in the evaluation.
Evaluation does not happen as frequently as monitoring and could be done towards the end
of the process to determine the success of the change plan. These strategic periodic
measurements of progress allow the FSS school improvement team on equity (SITE) to guide
the direction of the change plan, measure the effectiveness of the plan and determine the
team’s next step. Both monitoring and evaluating are all about accountability, and they
assure the stakeholders involved that the decisions made by the guiding coalition and the
direction of the process are evidence-based.
From the assessment results SITE can plan the change, determine if the change
strategies will lead to an improvement, and examine the change outcomes (Dawson, 2019).
Through monitoring any trends that could lead to a failure of the plan would be identified
early, allowing us, SITE and I, to find ways to prevent that from happening (Dawson, 2019).
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This means that decisions regarding the monitoring and evaluating model must be undertaken
in the early stages of the Change Path Model as SITE sets the goals for the OIP. It makes it
possible for SITE to inform the stakeholders of the assessment model as they are being
informed of the vision plan. As the guiding coalition and I plan the measurement tools and
strategies, we will be guided by our chosen frameworks for this OIP and by Cawsey et al’s
(2016) emphasis that “what gets measured affects the direction, content, and outcomes
achieved by the change initiative” (p. 340). Even these measurement tools must provide
mechanisms for evaluative thinking about current practices and provide opportunities to ask
questions to address the issues of power and inequities (Shields, 2010). Monitoring and
evaluation under the transformative leadership and critical race theory frameworks must seek
to improve the material realities of the Black students’ lives by asking questions that focus on
what must be done to ensure the success of each student as well as ensure the distribution of
resources appropriately (Shields, 2010).
There are different approaches to monitoring and evaluation. However, given its
directness and flexibility, especially regarding small scale tasks, W. Edwards Deming’s
(1993) Plan-Do-Study-Act (PDSA) cycles will be applied. PDSA is a four-step direct and
flexible model suitable for managing the complexity of a change process as in this OIP. The
PDSA cycle calls for a systematic review of each step of the process (Dawson, 2019). This
model which creates opportunities for continuous improvement and enables SITE to gather
fundamental improvement knowledge will be applied periodically as determined by the
change team.
In the first phase, SITE plans a series of interviews to gather information, monitor and
evaluate the process and know when the goals of this OIP have been accomplished. In phase
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two, SITE will conduct the assessment as planned in phase one. Then, in step three, SITE
will study and analyze the results and information gathered from the interview. In step four,
SITE will make the required changes or updates to the change process based on the result of
the previous step. As this is a cycle, step four could lead to another cycle of PDSA if required
until institutionalization of the desired result is achieved at FSS. Targgart and Simmons
(1999) note that the more realistic and clearer the goals of the action plan the more the
evaluation approach improves. Figure 3.3 indicates specific activities under each phase of the
cycle with the timelines.
Monitoring and Evaluation Model (PDSA Phases)
In the monitoring and evaluation model applicable to this OIP, there are four
fundamental phases necessary to ensure the intended outcomes are realized. These phases
include “Plan”, “Do”, “Study” and “Act”.
Phase one - “Plan”. The goal of this OIP is to increase the number of Black students
achieving academic potential so as to reduce the number of the ones at risk. The major
solutions to achieving this goal is by encouraging more positive and beneficial facultystudent relationships and ensuring a more inclusive and culturally responsive learning
environment. After the problem of practice has been identified, substantive evidence to
support the identification gathered, and “aimed statement” (Donnelly & Kirk, 2015, p. 279)
or vision statement is formulated, FSS SITE will then plan how the team will know that the
change process is moving in the right direction. The assessment is to help the team notice
where improvements have occurred and even identify changes the team needs to make to
achieve improvements. SITE will identify the methods for selecting data, including other
necessary details such as who, what, where, when and what data will be collected (Dawson,
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2019; Donelly & Kirk, 2015). The planning takes place in the awakening and mobilization
stages of the change path model.
Table 3
Monitoring and Evaluation Phases, Time and Activity Chart
Plan

Do

Study

Act

(June/2020)

(Dec. 2020 - Jan/2021)

(April/May 2021)

(May/June
2021)

SITE plans assessment
of change plan

SITE conducts the plan
assessment

SITE analyze data/results
from the assessment

What will be tested?

Conduct student-focus
group

SITE analyzes data/results
SITE revises
gathered from the assessment or makes
changes in
Focus questions on school
the change
eliminate, student-teacher
strategies, if
relationships, equity and
required
inclusion

—effectiveness of the
PDs
—teacher-student
relationships
school climate
—faculty
understanding of the
problem

—16 randomly selected
Black students
—Videotape the session to
be shared with staff and
faculty
Conducts teacher-focus
group open-ended questions
such as:

—effectiveness of the
change team

—Was the PDs effective?

How will assessment be
done?

—Have you noticed any
improvement in your
teacher-student
relationships?

—2 focus groups (16
students in total; max.
—What equity strategies did
of 8 students per group)
you find relevant and useful
for your class?
—1 focus group with
12 faculty members
—Was the change goals
clearly articulated to staff
and faculty?

—Do the students find the
resources and learning
environment affirming?
—How many staff and faculty
attended the PDs? How
effective was the PDs?
—Has there been any
advancement in Black
students’
skills/achievement/behaviour?
—How effective is the change
team?
—Are staff and faculty
demonstrating inclusivity?

SITE revises
or makes
changes to
the change
strategies

The results
from the
testing will
indicate
changes/
revision to
be made
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How would the
assessment be
measured?
—By comparing the
pre- and post-attitudes/
situations
What are the success
indicators?
—SITE formed with
representatives from
various departments
—The implementation
assessment plan
designed

—Were common
understanding of terms
clearly established such as
“equity”, “inclusivity”,
“equity literacy”, “culturally
responsive and relevant
pedagogy”?
What are the success
indicators?
—The focus groups
conducted

—How effective is the change
team?
—What other challenges are
staff and faculty experiencing
with the change process?
What are the success
indicators?
—High expectations from
teachers

What are
the success
indicators?
—Data
informed
decisions are
made
— Revisions
are made

—More student engagement
—Use of CRRPr
—More open discussion about
how identity, privilege and
assumptions and how
different people are impacted

These information gathering sessions will take a qualitative approach. Consequently,
the change team will conduct focus group interviews with participants (Creswell & Creswell,
2018). Sixteen Black students will be chosen to participate in this focus group. To balance
the representation in the group, SITE will choose four students from each grade level —two
at-risk and two non-at-risk —who will participate in two separate focus groups, eight
interviewees in each. Although these interviews will be focused on questions formulated by
SITE, these students will be encouraged, as Codjoe (2001) has suggested, to introduce other
topics for discussion that are related to their relationship with teachers and school climate.
The discussion will be directed through open-ended progressive questions with prompts
designed to elicit responses from the students on their relationships with teachers, the school
climate, and inclusion. Using prompts encourages the participants to participate actively and
respond during the sessions (Barbour, 2007). Through the sessions, SITE will be able to
gather qualitative information or views about the students' experiences, explore problematic
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areas in professional practices, and give voice to the experiences of the marginalized
(Barbour, 2007). The use of focus groups is beneficial in gathering information on topics of
sensitive nature (Barbour, 2007). In each focus group there will be a maximum of eight
students to limit interruptions or disorders which can occur in such discussion sessions
(Barbour, 2007). SITE will also interrogate twelve teachers who teach Black students in their
courses. The open-ended questions will focus on the relevance and effectiveness of the
professional development provided to them, student-teacher relationships and the use of
culturally responsive pedagogies in their classes. The teachers will be interviewed as a group.
This method proves useful as those participants cannot be directly observed (Creswell &
Creswell, 2018) by the change team. In addition to planning the assessment method, it is the
responsibility of FSS SITE to predict possible challenges and outcomes. Based on the
information gathered, SITE will decide on possible methods of assessing these identified
groups. The use of focus groups will allow SITE to gather organic feedback directly from
both the students and the teachers. In the planning stage, SITE will also determine the
timeline for administering the focus groups in each stage of the Change Path Model.
Phase two - “Do”. The second step of the monitoring and evaluation process
involves the administration of the focus groups as planned in phase one. After three months
of implementing the strategies in the OIP, SITE will carry out the focus groups in December
during the acceleration stage of the change path model. Unforeseen or unpredicted challenges
will also be documented, and data collected will be analyzed and organized for
communication to all staff. SITE will interview the sixteen Black students through two
separate focus groups. Critical race theory is the lens framework used in this OIP, and the
focus groups will take a qualitative approach. The use of CRT will guide the focus groups as
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to what kind of questions and issues to focus on during the interview (Creswell and Creswell,
2018). The facilitators seek to gather organic information related to the equity issues taken
for granted through the participants’ personal narratives. The discussion sessions create
opportunities to record the lived experiences and racial realities of the Black students in their
relations to the social climate. These students can be asked to share how equitable their
school climate and learning resources used in their classrooms are. In addition, SITE will
interact with teachers on the effectiveness and relevance of the equity professional
development provided to them this far. Discussion questions would cover the following
areas: the effectiveness of the communication channels and their relationships with students;
the effectiveness of the school improvement team on equity and their opinion about the
process; the articulation of the staff, including which strategies they have implemented; and
faculty understanding of common terms such as “equity”, “inclusivity”, equity literacy, and
culturally responsive pedagogy. Through the open-ended questions, teachers will share their
challenges or frustrations with the change process and request for any further support they
need to foster desired transformation. The change team will transcribe participants’ responses
through handwritten notes. This method is preferred to questionnaires and individual
interviews, because focus groups avoid these other methods’ “acquiescence response bias”
(Revilla, Saris & Krosnick, 2014), which is the tendency for respondents to simply agree to
most statements regardless of its content. Focus groups also produce in depth responses and
broach difficult and sensitive topics (Barbour, 2007) such as those arising from critical race
theory engagements. SITE will also gather information through the student success teacher
(SST). The SST provides progress reports to SITE on the Black students on the SST’s list.
This would involve checking their attendance records, credit summaries, assignment
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completion, and overall engagement or involvement with other school activities. It is then
possible to discover if more Wechsler tests will be administered to more Black students on
the SST list to formally identify their specific needs. If it is determined that they have
learning difficulties, it will then be possible to get targeted help and attention from the
resource teachers and other support staff to address their specific needs.
Phase three - “Study”. In this third step of the PDSA cycle, SITE analyzes data
gathered from the testing focusing on what worked or did not work and why. At another
meeting, members of the change team will analyze the responses from the interviews and
write up reports to be communicated with teachers. As Cabrera (2018) emphasizes, in
applying the use of a CRT as the lens framework analyzing the data gathered, the team must
address the following questions: “Which data are being analyzed? How are they defined?
What is the population from which they are drawn? What are the boundaries of the analysis?
What is the target of the inferences?” (p. 216). With the report from phase two, SITE will
gauge areas of improvement and challenges or failures. Through the responses gathered from
the measurement, the team will determine the status of the change process and decide on the
team's next move. This step will be before the end of semester one, in time to have any
updates or changes to the process ready for semester two.
Phase four - “Act”. This fourth phase of the PDSA cycle could start in the
acceleration stage of the change path model and continue until institutionalization is
achieved. What changes are to be made? What will be the next step? The third step of the
PDSA cycle informs this fourth step. SITE will act on what they learned from analyzing the
result of the test. With the information gathered from the test, the team will now determine
areas and strategies in the OIP that need revision or update. Reports from the “Study Phase”
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and changes made for the “Act Phase” will be communicated to staff at a general staff
meeting.
Proposed Implementation Changes
I acknowledge that professional development on equity literacy can be sometimes too
general, not necessarily based on local situations. In that case, if the feedback from teachers
indicates the need for a workshop that addresses specific equity issues or concerns, SITE will
organize a workshop by department to address specific local teachers’ needs or questions.
Such departmental workshops could focus on how to handle culturally sensitive and systemic
issues stemming from the use of culturally responsive material used in specific subject areas
or on how to rebuild lost trust with students. Departmental equity sessions will also include
reviewing assessment and evaluation materials and practices within subject areas of the
department to ensure that they are equitable and inclusive. These workshops could focus on
teachers’ comfort levels with addressing sensitive race-based issues in their classrooms. As
this OIP focuses more on what teachers will do to bring change to the PoP, frequent
monitoring could indicate challenges that have to be addressed such as frustration with the
process, planning time challenges, monitoring challenges and inadequate capacity to effect
change. If the test results show that there is a need to include other stakeholders such as
parents or the community, SITE will look into school-community partnership or teacherparent collaboration to successfully sustain or achieve the goal of this OIP. SITE will then
plan strategies on how to engage the community or families in a school-community
partnership in the next cycle of the change process.
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Plan to Communicate the Need for Change and Change Process
In the foregoing chapter, I outlined the fundamental organizational changes that are
necessary in order to address the problem of overrepresentation of Black students in the atrisk student success category at FSS. It is not enough to know that these changes are
important; it is necessary to articulate a way to clearly communicate the need for them to
stakeholders in an appropriate manner so as to influence the success of the change (Hartge,
Callahan, & King, 2019). Conveying these changes needs a communication design or a plan
that aligns with the TLA and CRT frameworks on which this OIP is anchored. This will
ensure consistency in directing attention to the ways in which the system and culture of the
school inhibit the academic success of Black students (Trevino, Harris & Wallace, 2008), a
major reason for these frameworks were chosen. In addition, as the change leader, I need to
build on that awareness in such a way that the stakeholders take ownership of the changes,
making them feel included, responsible for, and integral to the process of change. And, in
planning the communication strategies, the use of CRT as the conceptual lens “provides a
way to communicate the experience and realities of the oppressed….” (Ladson-Billings,
1998, p. 14).
The communication patterns demonstrated by the change leader impact the followers’
attitudes, behaviours and overall response to the change process (Hartge et al., 2019). As a
transformative leader, I am aware that effective communication is a fundamental component
of a successful change process, and that even not communicating is also a form of
communication (Montuori & Donnelly, 2017). It involves more than the leadership
announcing its intent to bring change to a problem of practice. It is through an effective
ongoing communication model that the stakeholders in Farmside Secondary School (FSS)
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will remain engaged as active participants in all aspects of the change process until the
change is institutionalized. Cawsey et al. (2016) also posit that a communication plan is
necessary. As in this OIP, it aids FSS stakeholders’ understanding of the impact that
equitable practices and inclusive climate will make on stakeholders and the organization as a
whole plus the personal and cultural changes required. Moreover, the communication plan
will help keep stakeholders apprised of the progress made throughout the change path. An
effective communication plan remains dynamic as the change cycle progresses (Cawsey et
al., 2016) and as information is gathered about the effectiveness of the process (Klein, 1996).
To address this change plan in FSS, while remaining within the ambit of critical race
theory and a transformative framework, I will recognize that change is usually accepted or
resisted depending largely on how it is communicated. My communication plan, aware of the
importance of CRT, as it amplifies marginalized voices, will be mindful that by creating
opportunities for the stories of the vulnerable to be told and heard, the guiding coalition,
School Improvement Team on Equity (SITE), should find the most effective ways for these
stories to be heard in a manner that exposes, critiques and addresses the dominant narrative
(Allen, 2015; Hiraldo, 2019; Montuori & Donnelly, 2017; Trevino et al., 2008). Apart from
recognizing and applying Klein’s (1996) Four-Phase Change Communication Plan, in
which the communication process is divided into four phases, my team will also show our
familiarity with the main tenets of CRT enunciated in Crenshaw, Gotanda, Peller, and
Thomas (1995) and cited by Hiraldo (2019), namely “counter-storytelling, the permanence of
racism, Whiteness as property, interest convergence and the critique of liberalism…,
intersectionality and commitment to social justice” (p. 142).
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Communication Strategies
The three main stakeholders in my OIP are the school administration, the faculty and
staff, and the students in my focus group. In communicating with each group, it is necessary
to present the message in ways that will be optimized for complete effect. Hiraldo (2019)
points out that using the CRT along with a leadership style - the transformative approachthat places social justice at the center of these frameworks leads to a better discussion and
can help to address issues identified through this OIP. The primary messaging with the
administration is to convince them that change is necessary and that their commitment is
needed in eliciting the support of the rest of the stakeholders in FSS. The message to the
administration will include making them realize that the proposed change aligns with the
long-term goals of FSS and the board, thus supporting the growth and success of the school.
Communicating with the faculty and staff involves convincing them that developing
supportive relationships for these students and fostering more inclusive learning spaces will
lead to the overall pedagogical and behavioural improvements sought by them. This need for
change will also be presented to them as a social justice issue that aligns with the desired
future state. For the students involved in this focus group, the message will be that the
activities they are involved in should not be seen as teacher assessment or critique but
exercises to improve the school climate and help the students benefit from their learning.
Furthermore, it should mean that they are also welcome to help and evaluate changes, as
valuable participants. The message of change must be presented as a mutually beneficial
situation in which each stakeholder can see the benefit to themselves and the organization
(Cresie, 2005).
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Anticipated Questions and Responses
I anticipate various reactions and responses from stakeholders involved in this plan
because their worldviews, experiences, and beliefs vary. As the change plan is communicated
to those change participants, they will develop variant attitudes from those of the change
team (Klein, 1996), which could adversely affect the success of the plan. Therefore, applying
a transformative leadership approach involves ensuring that as the change team plans its
communication approach, they will anticipate possible questions and comments from
stakeholders and be flexible enough to respond to new feedback throughout the process.
Being aware of those possible responses will enable the SITE to prepare strategic and
meaningful responses to avoid deficient communication (Klein, 1996) and enable the
stakeholders to comprehend the need for change. Talking about white privilege, the existence
of inequitable practices and systemic oppression within a school is a very sensitive issue and
one that attracts comments that show abject denial and frustration and the ideology that each
individual student is the sole determinant of his or her own success (Egbo, 2011). Exposing
and critiquing the dominant narratives, which is one of the main roles of critical race theory,
places some people in uncomfortable positions especially in a society that claims
multiculturalism and diversity. Some stakeholders might complain that the vulnerability of
Black students has nothing to do with race. Some may see the change plan as an unfair
request because they think that the system is fair enough for everyone. The response might
also be that of resistance either because they understand it as another abstract policy or
confuse equality with equity. The presenters' choice of words must be diplomatic and devoid
of accusations. In another dimension, communication could result in rumours that SITE is
personally implicating FSS faculty and staff as racist. However, where such blatant racist
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practices exist, they must be called out. The vision plan and process updates must be
communicated in such ways that the stakeholders involved understand what they are being
asked to do so that they take ownership of creating it. They must be made to feel like agents
of the change and active participants in the process. A good communication plan is necessary
for a change process to influence the participants to move in a common direction and to
minimize the effect of adverse elements that might impede the success of the change plan
(Cawsey et al., 2018).
SITE will seek to use multiple strategies and channels as specified in Table 3.1 to
communicate its vision plan and reinforce the need for change. This message for change will
be communicated through various media: face-to-face encounter, emails, small group and
large group meetings, and focus groups. In addition, opportunities must also be created for
one-on-one open-door conversations to enable participants to access various ways of
engaging in equity discussions. This will promote personal growth in this process. Face-toface communication will be used more as it still remains the preferred medium even as Klein
(1996) indicated. Specific activities to be conducted during the various phases are provided
in Table 4 below.
The Four-Phase Communication Model
To achieve its communication goals, SITE will adhere to the following four-phase
communication model discussed below that fully takes cognisance of its stakeholders,
environment, and approach.
Prechange Phase. For the change process to begin, the administration must accept
the need for the change and give their approval. In this first phase, our role as the change
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agents is to convince the school administration of the existence of the problem and the need
for change. As part of the awakening stage, the SST and I will meet with the FSS
administration to highlight the problem, discuss its impact on the stakeholders, especially the
students, and share available evidence to support the need for change. This requires a series
of meetings. Subsequent meetings to determine the composition of the change team will put
together the change vision and the implementation plan will take place within this phase.
Table 4
Communication Phase- Combined Change Path Model and Klein’s Phase Chart
Phase

What? (Subject
Communicated)

How? (Channel)

When? (Timeline)

Who? (Stakeholder
Responsible)

Phase One
Prochange Phase
(Awakening Stage)

Change ideas - the
PoP - its impact on
the students and
overall concerns

Scheduled face-toface meeting

May-June
(Awakening)

Change
leader/SST/Adminis
tration

Phase Two
Developing the
Need for Change
(Mobilization
Phase)

Change Teams
(SITE) presents the
problem, rationale,
sense of urgency,
desired state and
describes the vision
plan and sets the
direction

Staff meeting (faceto-face)

August
(Mobilization)

Change Team SITE (Admin,
Equity
leaders/SST/Depart
mental Staff Reps.)

SITE communicates
change progress,
reports from
monitoring and
evaluation: further
clarification;
challenges and
revisions or changes

Monthly staff
meeting/email/
PD days

Share improvement,
success celebration,
and next step

Monthly staff
meeting

Phase Three
Midstream Change
(Acceleration
Stage)

Phase Four
Confirming the
Change Phase
(Institutionalization
Stage)

Audience Staff/Faculty
December-January
(Acceleration)

Change Team SITE (Admin,
Equity
leaders/SST/Depart
mental Staff Reps.)
Audience Staff/Faculty

February and June
(Institutionalization)

Change Team SITE (Admin,
Equity
leaders/SST/Depart
mental Staff Reps.)

Adapted based on Klein’s (1996) Four-Phase Change Communication Plan
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Developing the Need for the Change Phase. After the SITE has completed the first
phase of planning, they will communicate the need for change to the entire staff and faculty
at the summer staff meeting. The rationale for the changes sought is clearly articulated to
staff in a convincing and strategic manner. Here also the data that has been gathered and
analyzed to support the need for change will be presented. It is during this stage that staff and
faculty are informed of the desired future state and its benefits to all. This phase will be
conducted during the mobilization stage, where confusion regarding the change plan will be
explained. Staff and faculty will be provided with various communication channels to discuss
their concerns, questions or challenges. As this OIP is anchored on a transformative
leadership approach, its focus on personal growth and empowerment must be conveyed to
stakeholders. This will help build and sustain momentum during the process. Therefore, it is
essential that the change team carefully determine who will be involved in presenting the
change plan to staff.
Midstream Change Phase. Throughout the acceleration and institutionalization
stages of the change path model, keeping the momentum going entails updating participants
on the progress of the change process. A significant aspect of this phase is the realization
that, owing to the feedback previously received, there will be need for both vertical and
horizontal cross-referencing in ideas and problems. In that regard, at this stage SITE will
want to verify often with the administration that our focus and theirs are in alignment. The
feedback from student stakeholders will also be evaluated against our desired outcome. From
the feedback analysis, the result, which is “concrete information concerning organizational
outcomes” (Klein, 1996), will be communicated to staff. When updates are regularly shared
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with participants, there is abundant enthusiasm, which all the participants need while change
progresses (Cawsey et al., 2016).
Confirming the Change Phase. In this particular case, change will be ongoing and
participants will reach the institutionalization stage at different points. Therefore, the change
team will communicate and celebrate success when the team determines that there has been
improvement based on the team’s yardstick for success. As Cawsey et al. (2016) point out
“celebrations are needed along the way to mark progress, reinforce commitment, and reduce
stress” (p. 322). Faculty members who have taken remarkable steps to build in equitable and
inclusive practices in their work will be openly recognized during these celebrations.
Testimonies from faculties, students and even parents can also be shared. Celebrating success
is imperative and should happen in small ways during the acceleration, while the big
celebration of general success happens during the Institutionalization stage. As the FSS
celebrates the success of this plan, the team to review the process as Cawsey et al. (2018)
noted. It is crucial that SITE take note of what works, what didn’t work, the hiccups and
steps to consider for making things better in the future.
Communication Plan Summary
A two-way strategically designed communication plan, in which both the change
team and the change participants will exchange information and learn from one another
(Cawsey et al., 2016), is necessary to drive the success of this organizational improvement
plan. For this purpose, in addition to discussing the change implementation plan and the
process for monitoring and evaluating the change process in chapter three, I presented steps
to communicate the need for change and change process. These steps and incremental actions
will help to advance a just and affirming learning environment in order to stem the
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vulnerability of Black students at FSS. Recognizing that the OIP is approached from a
transformative standpoint, the premise is that all participants are recognized as important in
this process. Opportunities for multiple channels of discussions, giving and receiving
feedback must be established. Where resistance or defensiveness exists, SITE must
encourage reflective listening and open conversation, without judgement. As Cawsey et al
(2016) explain, “such communication can create a shared understanding of different
perspectives, and have the potential to be a valuable resource when approached
constructively, by identifying new ways of thinking about the situation and possible path
forward” (p. 228). The resistors must need help with understanding how the systems have set
up students for failure. Also, it is also important that the team identify and engage individuals
who are influential and critical to the success of this plan. Also, the team must demonstrate a
commitment to the process by communicating the plan to devote time, energy and resources
to support the process. As part of the TLA, SITE communicates the collective actions
throughout the change path model phases which will consequently lead to a successful
institutionalization of the plan. That said, the communication phases based on Klein’s (1996)
model-prechange phase, developing need for change phase, midstream change phase, and
confirming need for change phase- will take place sequentially during the Awakening,
Mobilization, Acceleration and Institutionalization phases of the change implementation
process. As Cawsey et al. (2016) emphasize, the end goal is to assure transparency,
partnership and to “advance recipients' engagement and adaptation to change” (p. 242). Since
this OIP is looked at with a CRT lens, it is necessary that SITE makes it clear to stakeholders
that the culture of the school is critically examined in order to determine areas where change
is required. Part of the communication pieces to faculty and staff will include as Cresie
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(2005) stated specifics of the clearly-stated vision statement, expectations, expected
timelines, and the necessary daily actions and decisions that will lead to a significant change
in the culture at FSS.
Next Steps and Future Considerations
It is expected that some stakeholders will be resistant to change; however, in enabling
people to take ownership of their learning and change and allowing them to explore their
biases, beliefs, and behaviours in professional peer groups over time, we hope that this will
mitigate this reaction. Stemming the overrepresentation of Black students identified at-risk at
FSS requires fostering better teacher-student relationships, creating an inclusive school
climate, ensuring the use of culturally responsive pedagogical practices and ensuring that the
students have access to restorative support structures within the school. In this OIP, I have
presented the transformative steps and activities that FSS needs to undertake to address the
problem of practice. Approached from this transformative leadership perspective, this twoyear plan seeks to invite the stakeholders engaging in the change process to reflect on their
personal beliefs, pedagogical practices and actions to ensure that they stop the
marginalization of Black students. When these actions are viewed from a CRT perspective,
one will notice their transformative effects of the problem. This plan also recognizes that
small actions and unconscious behaviours have cumulative effects on people and institutions
(Montuori & Donnelly, 2018) such as FSS. Through the change path model, these actions
and effective monitoring and evaluating tools will be implemented to ensure the success of
the plan.
Having created a comprehensive change plan, and because this problem of practice
seems capable of recurring if unchecked, a major next step for the change team is to ensure
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that equity and inclusivity are sustained at FSS. Knowing that change does not always result
in full success, this plan could end in partial success, partial failure or total failure (Terhart,
2013), and it becomes necessary for the change team to also reflect on strategies to be
considered for future reforms. SITE will look into establishing sustainability practices
through regular communication, frequent professional development sessions and student
surveys and feedback.
Although the student body was not fully engaged in this plan, sustaining equity and
inclusivity should involve roles from both the students and their families. Therefore, FSS will
be encouraged to establish a student leadership group as part of the school equity agenda to
ensure that equity and inclusivity are fully immersed in the culture of the school. Also, FSS
would need to explore how to move away from “deficit-based assumptions about diverse
families” (Cooper, Riehl & Hasan, 2010, p. 759) and engage families from the FSS Black
community in order to achieve its equity initiatives. That is to say, “educators must revisit,
rethink, and extend what they know about the strengths and limitations of diverse families
and reconsider the nature of leadership and learning to build partnerships amid communities
of practice” (Cooper et al., 2010, p. 759). Therefore, the equity literacy initiative could
extend to adding resources on building family engagement.
Another item for future consideration is how to handle resistance, indifference or
even contempt (Terhart, 2013) that may arise from initiating the request for a reform of this
problem of practice. Because classroom teachers do not necessarily have a global view of the
school, they need to evaluate the value and usefulness for change from their own individual
experience or professional background (Terhart, 2013). What if the outcome from the process
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is insignificant, how will the team handle the disappointment or the shaming that could arise
from the lack of significant success or outright failure?
Conclusion
This organizational improvement plan seeks to transform a problem of practice,
impacting the academic success of Black students and which is relevant to set the stage for
achieving success for all students at FSS. Achieving this goal requires direct focus on
influencing faculty and staff mindset and professional practices. These transformative actions
for creating affirming learning spaces and conditions for Black students entails (i)
strengthening teacher-student relationships; (ii) using of culturally responsive and inclusive
pedagogies and resources to support curriculum; (iii) providing equity literacy for faculty and
staff, and (iv) making restorative support adequately available to Black students “at-risk”.
Applying a combination of transformative leadership and critical race theory frameworks in
achieving this OIP makes it possible for the team to call out the problem and take actions to
actually make a change. Whereas the Nadler and Tushman’s Congruence Model is chosen for
the critical analysis of the organization, Deming (1993) PDSA cycle is applied as the
monitoring and evaluation framework to guide the change team “to set measurable aims and
test whether the changes they make result in improvement” (Deming, 2000, as cited in
Tichner-Wagner, 2017, p. 499). The Change Path Model and Klein’s (1996) four-phase
change communication model provides effective channels to implement and communicate
the change process to the participants. The advantage of using these above-mentioned
frameworks is in their abilities to encourage committed participation, to transform, and drive
reform understood as the collective or shared responsibility of the stakeholders. Still, leading
this change at FSS, it is my role as the change leader working in partnership with the
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administration, to ensure that ethical leadership is infused in the change process. This
ultimate goal for this OIP remains to create a just and affirming learning ecology that
provides the Black students with equitable opportunities for success. And under all the above
circumstances, the expected outcome for this OIP is to accelerate Black student success and
in effect reduce the overrepresentation of Black students on the at-risk student success list.
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